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1CHAPTER I
INTRODUCTION
Lauter and Howe^ point out that there has hardly
been a time during the past 150 years when Americans were
not being told that the schools were at a "turning point,"
"confronted with a crucial challenge," or "entering an era
of new importance," At the same time, they remind us that
the schools have forever been at the edge of failure and
every generation of educators has been analyzing failures
and preparing remedies. So, it seems that today's student
teachers, who are the teachers of the immediate tomorrow,
2
in stepping into the "crisis in the classroom" are going
to confront the continuing perplexity of school failure
despite more money, more innovation, more machines, and
more specialization. They will have to meet more personal
accusations such as being "killers of the dream" or mutila-
tors "of spontaneity, of joy in learning, of pleasure in
•3
creating, of sense of self." And while the existence of
Ip, Lauter and P, Howe, "How the School System Is
Rigged for Failure," The New York Review of Books , XII
(1970), Ik-
^C. Silberman, Crisis in the Classroom (New York:
Random House, 1970).
^C. Silberman, "Murder in the Schoolroom," Atlantic^
Monthly
.
VI (1970), 83 .
2th.6 institution of the school is being questioned as a
right arm of middle-class capitalism and a servant of the
economically advantaged,^ most of these new teachers will
have to assume roles that involve the very custodial care,
indoctrination, and selection of social roles for their
student clients that these critics of the institution decry.
It is worth investigation time, therefore, to learn
what effects methods courses and student teaching have on
the philosophical and educational beliefs of these indi-
viduals who expect to "teach" the upcoming generation of
learners and at the same time face an impatient public
straining for new answers.
Genesis of the Study
This study had its beginnings in the author's inter-
est in dynamically relevant teacher education and a stated
administrative interest in evaluating the teaching of
methods courses at the School of Education, University of
Massachusetts. The possibilities were explored through a
series of interviews with eleven teachers of methods
courses. Their subject areas included art, English, foreign
languages, mathematics, physical education, science, and
social studies. The announced purpose of the interviews
was to obtain the primary educational objectives of those
^E. Reimer, An Essay on Alternatives in Education.
Cuernavaca, Cidoc Cuademo No. 100^, 1970*
3teaching the courses. These interviews, which were tape-
recorded to facilitate direct acquisition of information
with the least burden on these teachers, revealed a variety
of goals but there were two which predominated. The con-
cern of the majority of the teachers was, first, that the
students "develop some philosophical framework or rationale
for why they are teaching, what they are teaching, and how
they are teaching," and, second, that "they clarify their
basic assumptions." One teacher said, "A first assignment
I ask students to do relates to their developing their own
rationales," There was a desire to have the individual
student "make his own assumptions about what reality is and
what education is" and let him apply those assumptions to
his methods. For example, it was explained, "if one makes
certain assumptions about reality, for example that there
is truth which is transmitted from one generation to the
next, then one will follow a particular kind of method,
traditionally a kind of lecture method. It*s true and
you’re the teacher." A question a student should ask him-
self is "how does one's frame of reference influence how
one looks at facts, and so on, and what implications does
this have for one's methods as a teacher?" He should be
able "to explain his most basic objectives about teaching,
about his subject matter, about democracy, about authority,
about freedom, and about students."
Another teacher saw his function as one of helping
4the students "examine and formulate what their assumptions
are." Another stated, "We spend some time looking at the
philosophical, psychological, historical, and research
bases of teaching the subject matter," He went on to admit
very clearly, moreover, that his "primary objective is to
develop in the students a rationale for their actions.
We’re trying to give a basis for the students to make
their judgments about how they should do things and how
they should choose content for the classroom,"
In other words, the methods courses should show
some effect on the philosophical and educational beliefs of
the students taking the courses. Thus, the objective for
this study was bom: to determine the effects of the
methods courses and student teaching on the philosophical
and educational beliefs of the students taking the courses.
Student teaching had to be included as a consideration
because the methods courses were taken concurrently with
that experience,
Consistency-Inconsistency: A Consideration
There is always a potential debate as different
people tackle the perennial questions about the aims of
education, school structure, the relationship of teacher to
student, the content of curricula, and other related mat-
ters.
Oliver writes that "the beliefs, opinions, and
5attitudes a teacher or a layman holds about these recurrent
questions, the policies he supports, and the methods he
uses may be said to constitute his philosophy of education."^
He goes on to caution, however, about the use of such a
grandiose term because most people have no coherent or
explicit system of ideas about education as a whole. He
points out that unless one pursues ideas deeply one may not
discern the consistencies or inconsistencies of one belief
with another. This is in agreement with Brown, who wryly
comments that "a charming characteristic of the American
mind is that it seems to be able to lie down beside logical
inconsistencies and go right to sleep."
7
If Mayer can reveal the inconsistencies from one
page to the next in the writings of so great a thinker as
Q
John Stuart Mill, it is not surprising that he subsequently
admits that modem philosophers, politicians, and most of us
^R, A. G, Oliver, "Attitudes to Education," British
Journal of Educational Studies. II (1953)f 31*
^B. B. Brown, The Experimental Mind in Education
(New York: Harper and Row, 1968), p, 27.
^M, Mayer, On Liberty: Man v. the State (Santa
Barbara, Calif.: The Center for the Study of Democratic
Institutions, 1969), p. 21.
®Mill writes in On Liberty that "the sole end for
which mankind are warranted, individually or collectively,
in interfering with the liberty of action of any of their
number, is self -protection" ; and shortly after he continues
with Vthere are also many positive acts for the benefit of
others, which he may rightfully be compelled to perform.
6do not say we have no answer but that we go answering both
ways. For example, he says that "if there is one contem-
porary American platitude that pleases us more than another,
it is that there man exists for the State while here the
State exists for man," Yet we respond fervently to "ask
not what your country can do for you: ask, rather, what
you can do for your country,"
Besides an everpresent semantics problem of trying
to communicate what one means and the fact that different
philosophical schools of thought do exist, there is also
the baffling element of consistency-inconsistency. McGuire^*^
lists a half-dozen ways through which inconsistencies enter
the cognitive system and are maintained there: (1) metho-
dological artifacts, such as acquiescence response sets,
that cause one to agree with both a statement and its con-
tradiction in "balanced" inventories (Couch and Keniston,
0 'Donovan, Rorer),^^ and context effects, such as dealt
with in assimilation-contrast theory (Sherif and Hovland,
^Mayer, On Liberty , pp, 25-26.
J. McGuire, "The Current Status of Cognitive
Consistency Theories," in Cognitive Consistency , ed. by S.
Feldman (New York: Academic Press, 1966), pp, 8-9.
l^A. Couch and K. Keniston, "Yeasayers and Naysay-
ers: Agreeing Response Set as a Personality Variable,"
Journal of Abnormal and Social Psychology , LX (I960), 151-
174; D. O’Donovan, ’^Rating Extremity: Pathology or Meaning
-
fulness?” Psychological Review, LXXII (1965)> 3^8-372, L, G,
Rorer, "The Great Response -Style Myth," Psychological Bulj^-
tin, LXIII (1965), 129-156.
7Sh.erif, Sh.epif, and Nebargall), can lead one into mutually
inconsistent positions; (2) logical shortcomings of the
human cognitive apparatus that lead to material or to formal
fallacies (McGuire); (3) the fault that may lie in the
inherent contradictions of this social world or in man's
sample of the universe; (1^.) changes that take place which
leave the individual with outdated concepts that no longer
fit the present reality; (5) behavior that is a response to
external pressure that leaves the individual to have to
reconcile this behavior to his ideals; and (6) presentation
with new information through persuasive communications,
interpersonal interactions, or direct experience with the
object that does not coincide with the individual’s previ-
ous beliefs.
To resolve these cognitive inconsistencies, Dollard
and Miller; Newcomb*, Abelson, and Rosenberg; and Harary^^
^^M. Sherif and C, I. Hovland, Social Judgment (New
Haven, Conn.: Yale University Press, 1961 ); C. W. Sherif,
M. Sherif, and R. E. Nebergall, Attitude and Attitude
Change: The Social Judgment -Involvement Approach (^iladel
phia7 Pa , : Saunders, 196^).
J. McGuire, "A Syllogistic Analysis of Cogni-
tive Relationships," in Attitude Organization and Change ,
ed. by M. J. Rosenberg and C. I. Hovland (New Haven, Conn.:
Yale University Press, I960), pp. 65-111.
Dollard and N. E. Miller, Personality and Psy-
chotherapy (New York: McGraw-Hill, 1950) > PP • 203-204
J
T. M. Newcomb, "An Approach to the Study of Communicative
Acts," Psychological Review , LX (1953)» 400-401; R. P. Abel
son and M. J. Rosenberg, "symbolic
of Attitudinal Cognition," Behavioral Science , III (19bo),
8find that the individual uses repression, putting the incon-
sistencies out of mind. Abelson and also Pestinger^^
declare that one bolsters*’ the inconsistency by submerging
it among a larger body of beliefs thus to diminish it. An
individual confronted with a contradiction in this case
would bring to bear other beliefs that are consistent with
the conflicting one. Or there is the method whereby one
feels better because others are more inconsistent than he.
Two other somewhat antithetical processes are what
Abelson^^ calls "differentiation" and "transcendence." For
example, when a man realizes that the Bible and the theory
of evolution are not in complete agreement, he may differ-
entiate by distinguishing between the figurative Bible and
the literal Bible and deciding he loves the former and it
is the latter that conflicts with evolutionary theory. He
may try transcendence by deciding the Bible and evolution
are the two faces of a higher reality, subsumed under a
dynamic equilibrium of opposites.
17
Asch reports the attitude change involving
5; P. Harary, "On the Measurement of Structural Balance,"
Behavioral Science, IV (1959), 316 -323
•
P. Abelson, "Modes of Resolution of Belief
Dilemmas," Journal of Conflict Resolution . Ill (1959), 3l+5,*
L. Festinger, A Theory of Cognitive Dissonance (Stanford,
Calif.: Stanford University Press, 1957), PP* 21-22.
^^Abelson, "Modes of Resolution of Belief Dilem-
mas," pp. 345-34-6.
E. Asch, "Studies in the Principles of
9changing the object about which the opinion is held rather
than the opinion about the given object. Newcomb and Pes-
tinger suggest that when the person is confronted with an
inconsistency, he may downgrade the importance of the con-
ceptual area in which it occurs.
According to Aronson and Pestinger,^^ there are
individual differences in tolerance for inconsistency. Evi-
dence is given by Bieri that the structure of the cogni-
tive system of the individual, as reflected in a measure of
cognitive complexity, will influence his differential reac-
tions to inconsistent and consistent information. Steiner
21
and Johnson find that individual difference variables
tend to be related to preferred modes of dissonance reduc-
tion as well as to general tolerance. Rosenberg and
Judgments and Attitudes: II. Determination of Judgments by
Group and by Ego Standards," Journal of Social Psychology
.
XII (19i+0), I4.33-465.
T A
^^Newcomb, "An Approach to the Study of Communica-
tive Acts"; Festinger, A Theory of Cognitive Dissonance ,
p. 22,
19e. Aronson and L. Festinger, "Some Attempts to
Measure Tolerance for Dissonance," USAF, WADC, Technical
Report No. 58 -14.92 , 1958 .
^^J, Bieri, "Complexity-Simplicity as a Personality
Variable in Cognitive and Preferential Behavior, " in Func -
tions of Varied Experience , ed. by D. W. Fiske and S. R.
Maddi (Homewood, 111.: Do^rsey, 1961), pp, 355 “379 .
^^I. D. Steiner and H. H. Johnson, "Authoritarian-
ism and ‘Tolerance of Trait Inconsistency,'" Journal of
Abnormal and Social Psychology. LXVII (1963) > 38o-09l7
10
22Hovland point to interactions between personality and
situational variables in determining inconsistency toler-
ance, Sex, intelligence, maturity, age, and many personal-
ity variables have been found to be related to tolerance
for inconsistency. Personality and demographic correlates
of tolerance are reported by Steiner. An extensive
review of this underinvestigated and underanalyzed individ-
ual-differences aspect of consistency theory is provided by
Glass,
^
25McGuire ^ suspects that the medieval notion of the
logical man or the notion of rational man in economics that
served as a postulate for explaining human behavior in the
early days of that science may be the beginnings of the
26
consistency expectation. He points out that in the first
half of the twentieth-century behavior was viewed as
PP
M. J. Rosenberg and C, I. Hovland, "Cognitive,
Affective, and Behavioral Components of Attitudes," in Atti -
tude Organization and Change , ed, by M. J. Rosenberg and
C, I. Hovland (New Haven, Conn.: Yale University Press,
I960), pp. 1-14-.
D, Steiner, "Ethnocentrism and Tolerance of
Trait ’Inconsistency,’" Journal of Abnormal and Social Psy-
chology , XLIX ( 1954 ) > 349 -354^
^D, Glass, "Theories of Consistency and the Study
of Personality, " in Handbook of Personality Theory and
Research, ed. by E, F. Borgatta and W. W, Lambert (Chicago:
Rand-McNally, 1968), pp. 788-854.
^^McGuire, "The Current Status of Cognitive Consis-
tency Theories," p, 2.
^^Ibld
. , pp, 35-38.
11
nonrational, fragmented, and unintegrated. The rationalist
consistency approach was out of fashion. In contrast,
philosophical interest in this period was directed toward
systematics and logic. Prom 1950 psychology moved toward
integration and rationalism, and philosophy moved toward
the more irrational man of existentialism. Now McGuire
sees among the younger men in psychology evidence of a
trend toward "complexity theory," He includes the diverse
approaches of Berlyne, Piske and Maddi, and Fowler, which
espouse a romantic notion of the organism that is very dif-
ferent from the classic notion of consistency theories.
Explaining the two points of view, he states that the clas-
sic organism
has a penchant for stability, redundancy, familiarity,
confirmation of expectance, avoidance of the new, the
unpredictable. Complexity theory’s romantic organism
works on a quite different economy. It has a stimulus
hunger, an e^qjloratory drive, a need curiosity. It
takes pleasure in the unexpected, at least in inter-
mediate levels of unpredictability. It wants to expe-
rience everything; it shows alternation behavior; it
finds novelty rewarding. 28
As psychology is moving toward philosophy and phi-
losophy is moving away somewhat from the romantic pole.
27d. E. Berlyne, Conflict, Arousal, and Curiosity
(New York: McGraw-Hill, I960); D. W, Piske and S. R. Maddi,
eds.. Functions of Varied Experience (Homewood, 111.: Dor-
sey, 1961); H. Fowler. Curiosity and Exploratory Behavior
(New York: Macmillan, 1965)
.
^^McGuire, "The Current Status of Cognitive Consis-
tency Theories," p. 37.
12
Pepitone raises the question of the extent to which the
motivation for consistency, whatever its form, is based
upon cognitive considerations and the extent to which it
may be based upon social considerations. He assures that
"if consistency-seeking is a need in itself, one would
expect it to be widely shared, at least within a given cul-
ture, Casual observation would seem to suggest, however,
that the strain toward consistency is more a subcultural
value than a universal need," However, there are no
final answers.
Implications for This Study
A recognition of the consistency-inconsistency
problem was a growing one as this study proceeded. There
was the necessity of finding some meaningful way to measure
what a student or teacher thinks about himself as a learner
and as a teacher. It was recognized that there are struc-
tured philosophies from which ideas like his are derived,
whether he is aware of their sources or not. These struc-
tures could provide a framework or background for identify-
ing and measuring individual and group choices. At the
same time, consistency had to be regarded as varying in
different degrees as different individuals had integrated
Pepitone, "Some Conceptual and Empirical Prob-
lems of Consistency Models," in Cognitive Consistency , ed.
by S. Feldman (New York: Academic Press, 1966), p. 2?1.
13
their ideas. Choices could be forced within the tradi-
tional and changing philosophical orientations. Generally,
these choices, however, could be expected to be of varying
consistencies and show tendencies toward traditionalism or
toward the modem philosophies, but not total accord one
way or the other. The effects of the methods courses and
student teaching on the philosophical and educational
beliefs of the students involved could be learned through a
comparison of the choices, both consistent and inconsistent,
made before and after these experiences to determine
changes, if any, and the nature of these changes.
Ik
CHAPTER II
REVIEW OP LITERATURE
The purpose of this study was to measure changes in
the philosophical and educational beliefs of student teach-
ers. A review of relevant research literature provides
insight into previous approaches used, first, to identify
and structure those beliefs and, second, to measure them.
Philosophical and Educational Beliefs
30Oliver asserts that one of the first steps to
clear thinking about education should be the establishment
of useful categories, "Education requires a taxonomy if
discussion on a scientific or philosophical level is to be
practicable," he states. He chooses idealism and natural
ism as forming a single dimension of educational philosophy
though they occupy opposite ends of the common scale on
which they stand. However, he quickly assures that there
are not two mutually exclusive groups of people, idealists
and naturalists. Each of the two dimensions is to be
thought of as a continuum. People are more or less ideal-
ist or more or less naturalist. Most teachers and educa-
tional philosophers, he says, are clustered around the
30oiiver, "Attitudes to Education," pp. 32-36.
31lbid ,, p. 32.
15
center and few are in the separate comers. He relegates
the authoritarian, idealist, and naturalist to those cor-
ners. In the two middle quadrants, he places the liberal-
idealist and the liberal
-naturali st
.
32Eysenck, studying the associations among attitudes
with a variety of social and economic issues, infers through
factor analysis that the observed correlations could mostly
be accounted for in terms of two factors, R and T. The
clustering of the attitudes suggests that these factors are
^^•^1^^-lism-conservatism and **t ender
-mindedness
-tough
-minded-
33
ness, a distinction made by William James between the
J. Eysenck, "General Social Attitudes," Journal
of Social Psychology
.
XIX (1944), 207-22?; "Primary Social
Attitudes," International Journal of Opinion and Attitude
Research
, I (1947), 49-54; "Primary Social Attitudes as
Related to Social Class and Political Party," British Jour-
nal of Sociology
. II (195D, 198-209.
33
^-^W. James, Pragmatism (New York: Longmans, Green,
and Go., 1907). He states, "Most of us have, of course, no
very definite intellectual temperament, we are a mixture of
opposite ingredients, each one present very moderately. We
hardly know our own preferences in abstract matters; some
of us are easily talked out of them, and end up by follow-
ing the fashion or taking up with the beliefs of the most
impressive philosopher in our neighborhood, whoever he may
be." (p. 8) He does recognize two types of mental makeup
which he classifies (p. 12):
The Tender-Minded Rational-
istic (going by
"principles"
)
Intellectual! Stic
Idealistic
Optimistic
Religious
Pree-willist
Monistic
Dogmatical
The Tough-Minded Empiri-
cist (going by
"facts"
)
Sensational! Stic
Materialistic
Pessimistic
Irreligious
Fatalistic
Pluralistic
Sceptical
He goes on to add, "Few of us are tender-foot Bostonians
16
individualist who recognizes the right of each person to
exercise choice of ends and means and the authoritarian who
imposes his purposes on others.
In 1962 Oliver and Butcher^ marked the scanty sys-
tematic research on the structure of educational attitudes
when they referred to the work of Peterson in 1933 as bear-
ing the closest relation to their own, Peterson"^^ employed
a one-dimensional system of classification of the attitudes
of training-college lecturers. Although he had seventy-
nine items in his questionnaire, divided a priori into
seven areas of content, total scores were calculated.
These scores indicated positions on a traditional versus a
progressive continuum. He found a wide scatter of scores;
lecturers connected with imiversities, younger lecturers,
those with Ph.D, degrees, and those who had recently taken
courses in the general theory of education tended to clus-
ter at the progressive end of the continuum.
"^6
Koch and others'^ find that what they call a
pure and simple, and few are typical Rocky Mountain toughs,
in philosophy." (p. 13 )
^R. A. G. Oliver and H. J. Butcher, "Teachers’ Atti-
tudes to Education: The Structure of Educational Attitudes,"
British Journal of Social and Clinical Psychology , I (1962),
w. z
-^^F. E. Peterson, Philosophies of Education Current
in the Preparation of Teachers in the United States (New
York: Teachers College, Columbia University, 1933T.
L. Koch, M. Kentler, B. Dysart, and H. Streit,
"A Scale for Measuring Attitude toward the Question of Chil-
dren’s Freedom," Child Development , V (193i^-)» 253 “266.
17
"liberal" or "easy-going" attitude toward children's free-
dom is strongly associated with length of education of the
teacher. Harding, investigating educational attitudes
and value judgments of student teachers, concludes that a
general liberal
-conservative factor constitutes the main
underlying dimension. Cook, Leeds, and Callis^® give an
account of the use of the MTAI, which measures progressive
versus traditional attitudes toward education. Implied in
this test is the idea that progressive ideas are better.
Factor analysis of Ryans' Educational Viewpoints Inquiry^^
among primary and secondary teachers supports the hypothesis
that the teachers' educational viewpoints are not highly
systematized or organized, although a traditional
-modern
division is suggested by the results. Kerlinger and Kerlin-
iiO
ger and Kaya, studying the structure of attitudes toward
W. Harding, "A Value -type Generalizations
Test," Journal of Social Psychology
.
XIX (19l|J4.)» 53-79; "The
Value -type Problemmaire . " Journal of Social Psychology
.
XIX
(1944)» 115-1U4*
W. Cook, C. H. Leeds, and R. Callis, Manual of
the Minnesota Teacher Attitude Inventory (New York; Psycho-
logical Corp,, 1952),
G, Ryans, "A Statistical Analysis of Certain
Educational Viewpoints Held by Teachers," Journal of Experi -
mental Education, XXII ( 1953) « 119-132.
Kerlinger, "The Attitude Structure of the Indi-
vidual; A Q Study of the Educational Attitudes of Profes-
sors and Laymen," Genetic Psychology Monographs , LIII (1956),
283 -329 ; "Progressivism and Traditionalism; Basic Factors
of Educational Attitudes," Journal of Social Psychology ,
XLVIII (1958), 111-135; 0. Methodology and the Testing of
Theory (New York; New York University Press, 195^7;
18
education, both among students of education and the general
public, find two factors of progressivism and traditionalism
that they conclude to be distinct dimensions rather than
opposite poles on the same continuum. Other studies by
Wheeler and Klein^^ confirm this finding.
Oliver and Butcher explain that ** since historians
of educational theory have found considerable difficiaty in
imposing a logical classificatory system on the highly
explicit, distilled and systematic theories of recognized
Philosophies of education, it would, one imagines, be even
more difficult to classify the implicit and unsystematic
views about education held by practicing teachers
. They
recognize that the working teacher is "too much concerned
with day-to-day problems to ensure that his views on appar-
ently separate and isolated topics contain no implicit con-
1 O
traditions’’^ and they acknowledge that ”it is hard to say
"Attitudes toward Education and Perception of Teacher Char-
acteristics: A Q Study," American Educational Research
Journal
.
Ill (1966), 159-166. F. Kerlinger and E. Kaya,
^*The Construction and Factor Analysis Validation of Scales
to Measure Attitudes toward Education, " Educational Psychol -
ogy Measurements. XIX (1959), 13~29; "The Predictive Valid-
ity of Scales Constructed to Measure Attitudes toward Educa-
tion," Educational Psychology Measurements
.
XIX (1959),
305-317.
^1d. K. Wheeler, "Western Australian Results on an
Educational Attitude Scale," Journal of Social Psychology .
LI (i960 ), 113-121; M. Klein, Attitudes toward Education :
A Preliminary Report (Los Angeles, Calif.: John Tracy
Clinic, 1961), pp, 1-25
•
^^oiiver and Butcher, "Teachers’ Attitudes to Edu-
cation," p. 56.
^3ibid.
19
in advance how much coherence and structure the beliefs and
opinions of teachers about education may be expected to
have •
Constructing three attitude scales on the hypothe-
sis that attitudes toward education might be partially
represented by the dimensions of naturalism, radicalism,
and tendermindedness, Oliver and Butcher through factor
analysis of 300 teachers' tests find support for the hypoth-
45esis. The tendermindedness factor in particular is very
clearly defined by items of the scale.
The research of Peterson, Ferguson, Eysenck, and
4.6Callis suggests that younger people and university stu-
dents in particular would be more progressive, radical, and
humanitarian in their attitudes than older people.
Following these previous findings, Butcher^^ com-
pares the attitudes of student teachers and experienced
44lbid . 45ibid
.. pp, 58-69.
^^Peterson, Philosophies of Education Current in
the Preparation of Teachers in the United States ; L. W. Fer-
guson^ "The Isolation and Measurement of Nationalism," Jour -
nal of Social Psychology. XVI (1942), 215-228; Eysenck,
"Primary Social Attitudes"; H. Callis, "Change in Teacher-
Pupil Attitudes Related to Training and Experience," Educa -
tional and Psychological Measurement
.
X (1950), 718-727.
47h, j. Butcher, "The Attitudes of Student Teachers
to Education; A Comparison with the Attitudes of Experi-
enced Teachers and a Study of Change during the Training
Course," British Journal of Social and Clinical Psychology .
IV (1965), 17-24.
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teachers, expecting to find the scores of the student teach-
ers higher on naturalism, radicalism, and tendermindedness.
He finds the training-college students and graduate students
higher on the naturalism scale than the teachers. The
training-college students are ahead of the graduate students
and the teachers on the radicalism scale and the graduate
students score highest on the tendermindedness scale with
training college students lower than the teachers, though
not significantly so.
In response to individual items, the teachers appear
to be stricter on moral and disciplinary questions, but they
are in some ways more progressive on questions of curriculum
and method. In comparing the structure of attitudes, the
tendermindedness scale yields the highest item correlations
followed by the radicalism scale and finally the naturalism
scale. On the average, there is a tendency for the inter-
correlations of items in the student sample to be lower than
those in the teacher sample, presumably indicating a looser
structuring of attitudes among the students.
Changes in Beliefs and Attitudes of
Student Teachers
The above research is concerned with identification,
structure, and measurement of beliefs and attitudes. There
is additional research on changes made in beliefs and atti-
tudes, Bugelski and Lester and a number of studies reviewed
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by Murphy, Murphy, and Newoomb^^® show that ohangea of atti-
tudes among college students, in general, are in the direc-
tion of liberalism or radicalism. However, studies of the
student teacher, in particular, evidence no such general
agreement about changes in their beliefs and attitudes.
Newsome, Gentry, and Stephens^^ conclude that under-
graduate students enrolled in teacher education programs
enter student teaching with consistent ideas about education
and that these ideas are consistent in the empirical rather
than the rationalistic school of thought. Statistically
significant losses in consistency occur after student teach-
ing for secondary majors as a group and for majors in social
studies and English. In their study, however, elementary
education majors and mathematics majors preparing to teach
in secondary schools show no significant gains or losses in
consistency. Finding a loss of consistency among social
studies and English majors that cannot be explained in terms
of the data, these researchers suspect the reason to be that
the teachers of these subjects are more frequently and seri-
ously challenged than the elementary teachers are.
Bugelski and 0. P. Lester, "Changes in Atti-
tudes in a Group of College Students during Their College
Course and after Graduation," Journal of Social Psychology .
XII (19i4-0), 319-332; G. Murphy, L. B. Murphy, and T. M.
Newcomb, Experimental Social Psychology (New York; Harper
Bros., 1937K
49g. L. Newsome, H. W. Gentry, and L. D. Stephens,
"Changes in Consistency of Educational Ideas Attributable
to Student Teaching Experiences," Journal of Teacher Educa -
tion. XVI (1965), 319-323.
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Weinstock and Peccolo^ find no significant changes
in logical consistency of student teachers majoring in
humanistic, scientific, and vocational subjects upon comple-
tion of student teaching. On the other hand, Weinstock,
Peccolo, Coppedge, and Coppedge,^^ in a comparison of stu-
dent teachers in two institutions, show that significant
^i^’i's^snces exist in the logical consistency with which
ideas about education are held by their respective student
teachers
•
Callis,-^ using an early version of MTAI, demon-
strates a significant increase in favorable
-toward-children,
permissive, and supportive attitudes among education stu-
dents during their junior year but no change over a six-
month period among seniors exposed to a student -teaching
experience. However, a significant downward trend in atti-
tude scores occurred among graduates after six months of
teaching. Using the MTAI also, Campbell, and Scott and
R, Weinstock and C. M. Peccolo, ”Do Students’
Ideas and Attitudes Survive Practice Teaching," Elementary
School Journal
,
LXX (1970), 210-218.
R. Weinstock, C, M. Peccolo, P. L, Coppedge,
and L. L, Coppedge, "Logical Consistency of Student Teach-
ers in Different Educational Environments," Journal of
Experimental Education. XXXVII (1969),
^^Callis, "Change in Teacher-Pupil Attitudes Related
to Training and Experience."
E. Campbell, "Dimensional Attitude Changes of
Student Teachers," Journal of Educational Research , LXI
(1967), 160-162.
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Brinkley report no significant difference in attitude
changes of student teachers, while Gampbell^^ and Dutton^^
report significant mean attitude changes in either positive
or negative directions. According to Day,^'^ the MTAI scores
of graduating seniors lower immediately after the student-
teaching experience. This is corroborated by Weinstock and
Peccolo, who find that secondary students show a consis-
tent decrease in mean scores on MTAI on completion of their
student teaching.
59Horowitz^ points to two significant changes after
the initial student -teaching experience. The student
teachers become more nomothetic, concerned with
0. Scott and S. G. Brinkley, "Attitude Changes of
Student Teachers and the Validity of the Minnesota Attitude
Inventory," Journal of Educational Psychology
. LI (I960),
76-81.
Campbell, "An Experimental Investigation of
the Value of One Method of Self -Appraisal in Developing Cer-
tain Attitudes among Student Teachers" (unpublished Doctoral
dissertation. University of Virginia, 1962).
H. Dutton, "Attitude Change of Elementary
School Student Teachers and Anxiety," Journal of Educational
Research
.
LIV (1962), 38O-382 .
P. Day, "Attitude Changes of Beginning Teachers
after Initial Teaching Experience," Journal of Teacher Edu -
cation
,
X (1959), 326 -328 .
58weinstock and Peccolo, "Do Students’ Ideas and
Attitudes Survive Practice Teaching."
^^M. Horowitz, "Student -Teaching Experiences and
Attitudes of Student Teachers," Journal of Teacher Education ,
XIX (1968), 317 -32I4..
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the expectations of others for the role of teacher, and
they perceive cooperating teachers as being more idiographic,
concerned with needs of individuals and with an emphasis on
personality in behavior, and less transactional, a compro-
mise between nomothetic and idiographic, than they perceived
them to be prior to the student
-teaching period.
Attributing great influence to cooperating teachers,
McAulay finds the materials and methods techniques pre-
sented in college methods classes are not used noticeably
in student teaching or the first year of teaching. Price^^
concludes that student teachers tend to change their atti-
tudes in the direction of those held by their supervising
teachers. The extent to which their college supervisors,
cooperating schools, and cooperating teachers implement cer-
tain principles of teaching determine their importance to
student teachers, according to Corrigan and Griswold.
Another view comes from Johnson who finds a sig-
nificant change in Rokeach’s Dogmatism Scale scores during
^Oj, D, McAulay, "How Much Influence Has a Cooperat-
ing Teacher?" Journal of Teacher Education
.
XI (I960), 79-
83.
°-^R, D. Price, "The Influence of Supervising Teach-
ers," Journal of Teacher Education, XII (I96I), 471
-475*
82d, Corrigan and K, Griswold, "Attitude Changes
of Student Teachers," Journal of Educational Research , LVII
(1963), 93-95.
83j, s, Johnson, "Change in Student Teacher Dogma-
tism," Journal of Educational Research, LXII (1969),
224-226.
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the student
-teaching experience with movement of some sub-
jects in the direction of the supervising teacher and of
others in the opposite direction. Yee,^^ however, concludes
that the attitudes of student teachers remain essentially
uncorrelated with those of their cooperating teachers.
T, 65Brown reports that the beliefs of supervisors,
cooperating teachers, and administrators have very little
effect on the beliefs of students during the course of their
field experiences. He also shows evidence that there is
little difference in beliefs about teacher practices between
education students who have finished their professional
preparation and education students who have not yet begun
theirs.
Further Review of Pertinent Literature:
Instrumentation
Since the instrument used for measurement is basic
to a study, it was helpful to find discussions of an instru-
ment constructed to measure ideas about education and a fol-
low-up criticism of that instrument.
Gowin, Newsome, and Chandler constructed the GNC
scale to study "logical consistency of ideas about
H. Yee, "Do Cooperating Teachers Influence the
Attitudes of Student Teachers," Journal of Educational Psy -
chology
.
LX (1969), 327-332.
^^Brown, The Experimental Mind in Education,
pp. li;7-li^-9.
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education. It is a ft sort whereby two sets of items are
logically consistent within a set but inconsistent between
sets. The items are quotations from Plato, Aristotle,
Dewey, and well-known philosophers; also, coined statements
consistent with or deduced from specific theories and prin-
ciples of well-known philosophical systems are included.
But Pelker and Smith criticize the consti*uctors of
GNC scale for not explaining the intentional meaning of the
construct (the attribute to be measured). Fifty items are
named "rationalistic" and fifty "empirlcistic" with respon-
dents being asked to rank the items from "most like" to
least like" the ideal teacher. Then the results are sup-
posed to measure the degree to which a person's ideas about
education are constituted by a set of noncontradictory pro-
positions. Pelker and Smith point out that the GNC scale
allows only two ways of qualifying for "logical consistency"
and that those two ways are "rationalistic" or
B. Gowin, G. L. Newsome, and K. A. Chandler,
"A Scale to Study Logical Consistency of Ideas about Educa-
tion," Journal of Psychology
.
LI (1961), G. L. New-
some and H. W. Gentry, **A Factor Analysis of the GNC Scale,"
Journal of Psychology
.
LVII (1961^.), 4.37 “W4-J Gr. L. Newsome,
Jr., and H. W. Gentry, "Logical Consistency, Values, and
Authoritarianism in a Sample of Public School Superinten-
dents," Journal of Teacher Education , XIV (1963),
G. L. Newsome, Jr., H. W. Gentry, and L. D. Stephens,
"Changes in Consistency of Educational Ideas Attributable
to Student Teaching Experiences," Journal of Teacher Educa -
tion
.
XVI (1965), 319-323.
W. Pelker and P. G. Smith, "Problems of Con-
struct Validation in Developing Philosophic Scales," Educa -
tional Theory
.
XVIII (1968), 3-12.
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"empiricistic," They further explain that "the instrument
is then scored to indicate the degree to which each person's
selections vary from a random distribution."^® They go on
to comment, "The authors evidently believe that this measure
indicates the presence or absence of a 'framework of thought'
but nowhere is this claim made plausible,"®*^ Pelker and
Smith suggest a framework for the development of the test
with areas of comparison between rationalism and empiricism,
such as sources of knowledge, role of teacher, process of
inquiry, and verification of knowledge. Newsome and Gowin
claim that "how one reacts to the statements depends, to a
considerable extent, upon his framework of thought. We have
chosen to interpret the sorting of statements as revealing
such a framework rather than attempting to impose a narrow
70framework upon the test taker."' Pelker and Smith also
criticize the fact that the factor analysis was done with a
population of only seventy-one subjects.
Another instrument of interest is Jelinek's "Opinion
71Inventory in the Field of Education, " designed to determine
^Qpelker and Smith, "Problems of Construct Valida-
tion in Developing Philosophic Scales," pp. 4.-5»
®^Ibid
.
'^^G. L. Newsome and D. B. Gowin, "Problems of Con-
struct Validation and the GNC Scale," Educational Theory,
XVIII ( 1968 ), 338-353.
71J. J. Jelinek, "Opinion Inventory in the Field of
Education, " The High School in Sociological and Philosophical
Perspective (Tempe, Ariz.l Bureau of Educational Research
and Services, Arizona State University, 1969 ), PP. 11 -16 .
28
the philosophies of education held by Individuals. This
instrument is constructed according to the basis Pelker and
Smith advocate for the GNC. Pour statements are provided
under each of nine areas of comparison, such as Axiology,
Learning, and Curriculum, These statements represent the
categories of Reconstructionism, Progressivism, Essential-
ism, and Perennialism. The respondent is asked to rate the
items from one to four on the basis of their coinciding with
his own opinion. Scores are obtained by adding the respon-
dent s ratings on each of the items as it is directed to one
of the four philosophies. The stronger the respondent’s
belief toward a given philosophy, therefore, the lower his
score in that category. Jelinek explains that if the scores
are fairly well distributed among the four philosophies, it
is probable that the respondent does not have a consistent
philosophy of education.
The fundamental problem in constructing an
instrument to measure beliefs is the one of the framework
being chosen by the researcher. As the preceding review
72
of research literature indicates, and as Oliver in
particular states, individual beliefs do not lend
themselves to categorization, so that any framework
will be limiting and limited. But if an instrument
has to be devised to do this kind of measurement.
^^See pp, II4.-15 of this essay.
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points of reference should be built into it so that the
researcher can be supplied with data that will be identi-
fiable to him and to others. Even if the simple frequency
distribution method of scoring as suggested by Jelinek is
not used and another method, such as factor analysis, is
employed, the responses have relationships and meanings
that go beyond the immediate configurations to known struc-
tures
.
For the present study, a two-part instrument, the
Massachusetts Philosophical and Educational Beliefs Inven-
tory (MPEBI), was constructed with a framework in Part I of
five philosophical orientations. Each item is concerned
with one area of comparison. Five statements are supplied
from the points of view of Idealism, Realism, Neo-Thomism,
Experimentalism, and Existentialism. These statements are
shorter and simpler than those of Jelinek, which are quite
sophisticated in language and sometimes several hundred
words in length. In Part II a more traditional statement
and a more liberal statement on the same subject are given
for each item.
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Felker and Smith’s blueprint for a potential GNC'-'^
supports this kind of structuring. Part I of the instru-
ment can be blueprinted in the following way, as shown in
Figure 1, using the five philosophical orientations of
^Felker and Smith, ’’Problems of Construct Valida-
tion in Developing Philosophic Scales," p. 10.
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Idealism (I), Realism (R), Neo-Thomism (T), Experimentalism
(E), and Existentialism (X),
Fig. 1.
--Major Frameworks and Areas of Comparison
Used in Part I, Massachusetts Philosophical and
Educational Beliefs Inventory
Major Frsimeworks
I
Areas
of
Comparison
I
I
Part II of the instrument can be blueprinted also
in a similar manner, as shown in Figure 2,
In conclusion, the existing studies, as reported in
this chapter, provided evidence that (1) philosophical and
educational beliefs are elusive to classification and mea-
surement and (2) the terminology used to define them is
diverse, obscure, and usually dependent on special defini-
tion and limitations. They revealed also the scarcity of
systematic, correlated research on the philosophical and
educational beliefs of teachers and of student teachers and
thereby the dearth of instruments constructed particularly
31
for measurements of those beliefs.
Pig. 2.
--Major Frameworks and Areas of CorapariUsed in Part II, Massachusetts Philosophical
Educational Beliefs Inventory
son
and
Major Frameworks
Traditional Liberal
Areas
of
Comparison
I
I
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CHAPTER III
STRATEGY FOR THIS STUDY
The primary tasks of this study were to determine
whether students, after a semester which included concur-
rent methods courses and student
-teaching experiences, had
changed their philosophical and educational beliefs and to
determine the extent of that change.
It was deemed useful, therefore, to construct an
instrument, the Massachusetts Philosophical and Educational
Beliefs Inventory (MPEBI), based in the first part on estab-
lished systems of classification of philosophical and edu-
cational beliefs, providing choices from the five philosoph-
ical orientations of Idealism, Realism, Neo-Thomism, Experi-
mentalism, and Existentialism, In the second part, a more
general traditional -liberal division was employed. Then, a
scoring system for that instrument was designed by perform-
ing a factor analysis upon the MPEBI results of 377 elemen-
tary and secondary public school teachers in eleven school
systems in Massachusetts. The factors acquired in this
analysis furnished the basis for a five-factor subscoring
method,
A population of li^-3 elementary and secondary stu-
dent teachers and interns from the School of Education, Uni-
versity of Massachusetts, completed the MPEBI in January
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1970 and again the following May. Of the 1^3 respondents,
thirty-nine student teachers repeated the test in February
1970. Two additional instruments, the Thomas Educational
Policies and Viewpoints'^^ and the California Psychological
Inventory, were administered also in January I970.
Since the research studies reported both changes
and no changes in such areas as consistency, permissiveness,
or general beliefs, they provided no convincing support for
predicting that there would be significant changes made in
the factor subscores of the MPEBI from January to May.
Therefore, it was decided to invoke the following null
hypotheses that (1) the January to May pretest and posttest
factor subscores on the MPEBI taken by the student teachers
and interns would not vary significantly and that (2) the
February to May pretest and posttest factor subscores on
the MPEBI would not vary significantly.
To test these hypotheses, an analysis of covariance
was applied to the five-factor subscores on the posttests of
the student teachers and interns using the pretest scores as
covariates to determine changes made between January and May
by the two groups. Also, an analysis of variance was per-
formed upon the factor subscores of the February testing and
the May posttest to note any changes made within the Febru-
ary to May period,
^^his is an unpublished test developed by L, G.
Thomas, Stanford University.
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To determine the relation of the MPEBI with an
instrument limited to a traditional
-Experimentalist dichot-
omy, a correlation study was made between the MPEBI post-
test subscores and the percentages of Experimentalist item
choices in the Thomas Educational Policies and Viewpoints.
To determine the relation of the MPEBI with an instrument
measuring characteristics of personality, a correlation
study was made between the MPEBI posttest subscores and the
California Psychological Inventory,
On the basis of the results of the above procedures,
the hypotheses were tested and recommendations were made
for further consideration.
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CHAPTER IV
THE INSTRUMENT
Construction and Development
An instnurient to measure the philosophical
and educational beliefs of the student teachers was con-
75structed in two parts. The basis for construction of
Part I is Van Cleve Morris’s analysis of the five principal
philosophical schools of thought in Philosophy sind the Amer -
7 6lean School and his analysis of Elxistentialism in particu-
lar in Existentialism in Education; What It Means . He
presents the philosophical and theoretical concepts of the
traditional philosophies of Idealism, Realism, Neo-Thomism,
and the more modern philosophical orientations of Experimen-
talism and Existentialism. Therefore, Existentialism is
included as a separate orientation deserving recognition as
an influence on educational beliefs.
Part I is constructed on a consistency basis, accord-
78
ing to the five philosophical orientations. Items in this
^^See Appendix, pp. 103"109, for Parts I and II.
^^(Boston, Mass.: Houghton Mifflin Co., 1961).
^^(New York: Harper and Row, 1966).
^®See blueprint for this construction earlier in
this essay, p. 30.
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section of the MPEBI (excluding items 12-3 and 18-9, which
are based upon learning theories, not philosophies) call
for the selection of one among five choices, A forced-
choice instrument was selected in spite of the threat of
potential reactivity relative to respondents making choices
lacking in internal consistency. This model was used to
(1) limit the range and variance of response to a point
where analysis would be possible, (2) solicit responses
which might have been hidden or ambiguous in the minds of
the respondents, and (3) solicit equal probability of
responses from respondents. Each choice represents ideas
consistent with one of the five philosophies.^*^ To be
totally consistent, the respondent would have to choose
answers in all of the items that fit the particular philos-
ophy, When reality is used as the area of comparison, for
example, in item 1, What is real? 1-1, a world of experi-
ence is consistent with the Experimentalist view; 1-2, a
world of existing with the Existentialist; 1-3, a world of
things with the Realist; I-I4-, a world of mind, of ideas
with the Idealist; and 1-^, a world of Reason and Being
with the Thomist, Items 2 through 11 and 14 through 1? are
similarly constructed. Because of the philosophical struc-
turing of these questions and because this portion of the
test can be utilized on other occasions as a philosophical
^^See Appendix, pp, 110-111, for identification
answer keys.
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test, it is refepped to as the Massachusetts Philosophical
Inventory or the MPI,
Also included in Part I are items 12-3 and 18-9.
Item 12-3 is concerned with theories of behavior and learn-
ing and l8-9 attempts to bring together learning theory and
practice,
Part II. Part II of the MPEBI uses a less compli-
cated format. There are sixteen items, 41-56. Most items
are made up of two statements on the same subject, one
statement being a more structured, more traditional viewj
the other, a more liberal, innovative one. The respondent
is asked to choose the statement that is more acceptable to
him. In items 52 and 55 > three choices are given; two are
liberal, one being more extreme than the other; and one is a
traditional choice. In item 58, characteristics of the
8l
good teacher are given and the respondent must choose
which among these he considers to be most important,
8 2To be consistent in Part II, the traditional
respondent would choose the more traditional statements (T)
and the liberal respondent would choose the more liberal
statements (L).
®^See Appendix, pp. 112-113, for identification
answer keys,
G. Ryans, Characteristics of Teachers (Washing-
ton, D.C.: American Council on Education, 1960).~
®^See Appendix, p, 113, for key to items 41-56.
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Item
No.
Table 1,
--Issues Compared in Part II, MPEBI
Traditional (T) Liberal (L)
4-1 • note, piecemeal learning
42 . transfer of training based
on specific elements.
Abilities: reproduction
and recognition of infor-
mation
43. accuracy and specificity
of response
44* nature of guidance
—
direct, authoritarian
45* academic achievement and
recognition
48.
subject-matter centered
47. indoctrination
48. teacher-directed method
totality learning
transfer of training based
on generalization and
transformation. Abilities;
interpretation, application,
inference
understanding information
and principles
nature of guidance--
indirect or democratic
self-realization and self-
acceptance
inquiry-c ent ered
no indoctrination
discovery method
49.
matter of choice between inherited and environmental
influences
50. production of creativity
51. group emphasis
52. transfer of training based
on specific elements.
Detailed curriculum.
53. course of instruction
organized in advance
54. traditional organization
55. motivation—extraneous
release of creativity
independent exploration
and discovery
transfer of training based
on generalization and trans-
formation. Broad outline
curriculum or student as own
curriculum
course of instruction devel-
oped as learning proceeds
nontraditional organization
motivation--intrinsic and
extrinsic but not extraneous
56.
matter of choice among good teacher characteristics
^'*‘Some of these issues were borrowed from a table in
R. A. Davis, Learning in the Schools (Belmont, Calif,:
Wadsworth Publishing Co. 7 Inc., 1966), p, 220,
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Areas of comparison. Parts I and TT
. The general
areas of comparison included in both Part I and Part II of
the MPEBI are listed in Table 2 with the numbers of the
items in which they are used.
Top-sheet, directions, and answer sheet for the
MPEM. A t op -sheet was attached to the MPEBI for purposes
of gathering information about the respondents,
A simple set of directions'^ immediately preceded
the MPEBI, Since the choices in the MPEBI can be qualified
or expanded in many different ways and the particularities
of individual thinking cannot be accounted for in the short
responses that are given, the respondent is informed that
the statements may not cover his views or may only approxi-
mate them. Since some ideas are closely related to others,
he is asked to give priority to one and to respond to every
item but with only one choice. No time limit was set so
that there could be individual reflection. Individual test
time, therefore, varies usually from one-half hour to an
hour.
Each respondent was supplied also with a Standard
89Answer Sheet.
Development and pretesting of the instrument . In
the process of constructing the MPEBI, a period of
83See Appendix, p. 101. ®^See Appendix, p. 102.
®^Standard Answer Sheet -C is produced by the Opti-
cal Scanning Corporation, Newtown, Pennsylvania,
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Table 2,
--General Areas of Comparison Employedin Part I and Part II, MPEBI
Areas of Comparison Items
Part I Part II
1
,
2Reality-
Method of Inquiry
Ethics
Aesthetics
Student's Role
Teacher's Role
Teacher's Goal
Subject Matter Choice
Teaching Method
School Function
Learning
Values in Learning
Learning - -curriculum
Inherited—environmental
Creativity
Curriculum
School Structure
Grading
Teacher Characteristics
3
4
5
6 14.6
'7 44, 47
8
9
10, 16, 18
11
12, 14, 15, 17 41, 42, 43
45, 51
46
49
50
52, 53
54
55
56
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pretesting lasting two months preceded the final instrument.
The suggestions of student teachers and interns, graduate
students and faculty helped refine it.
At the beginning there were only nine philosophical
questions. They were similar to items 1
, 3-7, and 9-11 of
the final version of the MPI. Ten intern teachers were
asked to choose one among five possible responses to each
of the nine items and to explain the reasons for their
choices
.
The results of this pretest indicated lack of indi-
vidual consistency in choice of answers and also inconsis-
tencies in explanations for choices. For example, in item 1
,
Student One affirmed that reality is the changing world as
men experience it, with no pre-established truths and yet,
in item 3 on the same page, she would base her decision to
buy or not to buy a stolen TV on inherited doctrines she
had been taught.
In a number of cases, subjects honestly admitted
they just did not know where they stood on some of the ques-
tions. Student Ten, in response to the question on reality,
chose the same answer as Student One but added, "I am not
sure—and hopefully will never be sure--of what reality is.
But I am enjoying the search.”
Honest anxiety about their own roles and capacities
was indicated. Student Eight chose lecture and discussion
as the teaching method he would prefer, but he stated, ”The
Socratic questioning method would work ideally, but I don't
think I could handle it in such a way that my personal pre-
judices wouldn't show through."
Another discovery in this sample was the fact that
more choices were made in the modem philosophical range
than in the traditional. Experimentalism received the great-
est number of choices; Existentialism, the second greatest;
Neo-Thomism, a close third with Realism and Idealism follow-
ing in that order.
As a result of this sampling, the item on reality
was simplified into two items and minor language clarifica-
tion was made in other items. Since the nine items were
basically philosophical in nature, new items were added that
were primarily concerned with learning theory and the prac-
tical applications of the philosophies to the classroom
situation. These later became items 8 and 12-18.
A second section of the instrument was designed
wherein the respondents were asked to choose between state-
ments that represent broadly two points of view: the more
traditional and the more modem. These items were con-
structed to provide additional subject matter content and a
simpler basis of selection as compared with the finer dis-
tinctions of Idealism, Realism, and Neo-Thomism as the more
traditional and Experimental ism and Existentialism as the
more modem. Thereby, all the statements in the instrument.
Parts I and II, can be classified as traditional or modem
in orientation, while those in Part I can be classified also
according to the five philosophical orientations.
Thirty undergraduate and graduate students taking
basic courses in educational research completed Part I and
Part II of the inventory. The results revealed that usually
choices by the same respondent were made of both traditional
and modem items, often inconsistent with one another. More
choices were made from the statements expressing the modem
ideas than from those expressing traditional ones. There-
fore, items under the categories of Experimental ism and
Existentialism received the greatest number of choices.
Realism was a close third to Neo-Thomism and Idealism in
that order.
Nineteen of the thirty students repeated the test
one week later. Study of changes made showed them to be
spread over the entire test, A simple frequency count did
note more changes occurred on items 3» 12-13, 17> and 18-19
but these were actually few in niomber. This seemed to indi-
cate that personal preferences and reconsiderations were
the motivating factors for change since there was no concen-
tration of group changes on particular items.
The majority of the respondents made three or four
changes, but one respondent made eleven. In Part I the
number of changes made by individuals ranged from nine to
one. In Part II the number was from five to zero. Fewer
changes occurred in Part II than in Part I, Seven of the
ninetsen respondents made no changes at all in Part II
The simpler process of choice-making in this part seemed to
be responsible for this result.
After some minor revisions, six graduate students
(three with a special interest in the philosophy of educa-
bion) and two faculty members took the inventory and were
asked to comment freely about it. Study of these choices
indicated a continuation of previous results. Most respon-
dents made choices of both traditional and modem ideas.
Generally, more choices were made from the modem than the
traditional. The items in the Experimentalism and Existen-
tialism categories received the greatest number of choices.
The Realism category received a slightly higher support
than previously, Neo-Thomism and Idealism followed in that
order.
Individuals varied in their choices, a few making
them all in the modem range; some, two -thirds; and two
with fewer than half their choices in that range. Results
such as these seemed to indicate that the objectivity
sought for in the creation of the items was not in vain.
Traditional as well as modem items had won support through-
out the pretesting.
A desire to choose two responses for some items
rather than one was expressed by two respondents. This led
to a revision of the directions for the inventory from
"choose the answer which comes nearest to your ideas" to
kS
"choose the answer which comes nearest to your ideas or the
one that you would place in primary position before adding
any of the others .
"
Scoring of the Instrument
The pretesting revealed a variety of spectrums of
choices by individuals. Some respondents made their choices
almost entirely among the modem orientations. Some scat-
tered them over both traditional and modern orientation items.
Some were quite consistent; others were very inconsistent.
To score these items, a simple frequency basis may
be employed by tallying items in Part I (except 12-3 and
18-9) under the categories of the five philosophical orienta-
tions of Idealism, Realism, Neo-Thomism, Experimentalism,
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and Existentialism and in Part II \mder the traditional
Q ry
and liberal categories. For example, such a tally might
show an individual to have chosen five Experimentalist, five
Existentialist, three Realist, one Idealist, and one Neo-
Thomist items. This would place two-thirds of his choices
in the modern range and indicate a more liberal thinker than
someone choosing two Experimentalist, one Existentialist,
seven Realist, two Idealist, and three Neo-Thomist items.
The first individual might choose fourteen liberal and two
traditional items in Part II; the second might choose seven
®^See Appendix, pp, lll|-ll5. ^'^See Appendix, p.ll6.
46
liberal and nine traditional items. Changes in item fre-
quencies can be tallied and percentages of item changes
recorded and analyzed. Over a period of time, enough test-
ings could be accumulated to obtain an average mean for each
of the five philosophical orientations and also for the tra-
ditional and liberal categories for individuals falling
within certain groups.
This would have been a way to solve the problem of
scoring, but it would not have dealt with the problem of
discovering what items in what relationships were important
to a group of respondents. A scheme for scoring was sought
that would be based upon the quantifying of the relation-
ships by the respondents, not the researcher. Factor analy-
sis was chosen as the method to be employed because the fac-
torist enters an experiment with the hypothesis that some
structure exists to be discovered. The nvtmber and the
nature of the factors, the degree of their interaction, and
the magnitude of their influence are determined in the pro-
cess •
Public school teachers were asked to complete the
MPEBI to obtain a representative sample of people who taught
so that their test results could be used for establishing
the factors to be measured. The items appearing in the fac-
tors resulting from the teachers’ tests are the ones with
which the student teachers and interns were measured. Fac-
tor subscores were computed from the items appearing in each
14-7
factor so that the quantity of support for each factor
could be determined.
Data collection for the fac tor analysis. To acquire
the factors needed to devise a scoring system for the MPEBI,
the tests of 377 elementary and secondary classroom teach-
ers, K-12, from public schools in eleven different school
systems in the state of Massachuset bs were used. To secure
the data, superintendents, assistant superintendents, and
principals in school systems that accept University of Massa-
chusetts student teachers and interns were informed of the
project and asked to cooperate by distributing explanatory
letters, the MPEBI, and answer sheets to their teachers.
Over 1,000 tests were distributed in this way. Neither
names of the teacher respondents nor names of their schools
were requested. This allayed fears that the information
might be misused within and without the school systems.
Some teachers were afraid their opinions would not be
received positively by their administrators and some admin-
istrators were afraid of the publication of their teachers'
views. In almost all cases, the MPEBI was completed on the
teachers' own time, either at school or at home.
The completed answer sheets and the inventories were
picked up at the offices of the superintendents or at the
schools, thus offering maximum service to the cooperating
personnel
.
The teachers who completed the MPEBI varied widely
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in age, extent of teaching experience, amount and kind of
training, subject areas taught, socioeconomic areas in
which they taught, and other factors. Table 3 demonstrates
the variety in the background data of the sample.
3 •““Sex, Teaching Level, Years of Teaching
Experience, and Secondary Teachers' Subject
Areas of 377 Public School Teacher
Respondents
Sex Teaching Level
Male .... 134 Elementary .... 156
Female
. . . 243 Secondary .... 221
Years of Teaching Experi ence
0-5 6-10 11-15 16-20 21-25 26-30 31-35 36-40 ks-50
166 87 54 34 13 9 10 2 2
Subject Areas of 1Secondary Teachers
English 56 Arts 11
Social Sciences 31 Business 18
Mathematics 30 Psychology 1
Sciences 42 Music 5
Foreign Languages 19 Physical Education 8
Processing the raw data . A Digital Optical Scanner
was used to read the raw data from the Standard Answer
Sheets used for collecting the MPEBI responses and to punch
that information into IBM data cards. For the teachers,
data punched included identification as a teacher, sex,
years of teaching, elementary or secondary level, secondary
subject area, and the responses to the MPEBI.
Responses to the MPEBI were made in section I, 1-19,
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and section II, 41-56, of the Answer Sheets.
Computer facilities. Computer facilities for this
entire study were provided through a research grant from
the Computer Research Center, University of Massachusetts.
A Control Data Corporation 36OO Computer was employed to
compute the factor analysis, the analysis of covariance,
the analysis of variance, and the correlations.
Computer program for factor analysis
. Edifact, a
3600 Fortran Library Program for Factor Analysis, programmed
by Park, Woodman, and Arthur, installed at the University of
Massachusetts on October 31» 1966, was used. The output of
this program included original marginal distribution,
dichotomized marginal distribution, tetrachoric r correla-
tion matrix, trace, sum of squares of factor loadings for
each factor, cumulative sum of percent of total variance
extracted by successive factors, cumulative percent of total
estimated communal it ies extracted by successive factors,
communalities, rotated factor matrices for the factors spec-
ified for varimax rotation, transformation matrices for
these, and communalities for each variable after every rota-
tion.
Problems in factoring the MPEBI . After the present
study had progressed, the researcher was advised not to
measure for consistency when inconsistency is so prevalent
a condition but to employ factor analysis which would use
the choices of items made by the respondents, not by the
50
reaearcher. The instrument was not constructed with factor
analysis in mind. Therefore, it was difficult to get a pro-
gram to perform a comprehensible factor analysis on it.
Part I frequencies are scattered among the five alternative
responses for each question. In Part II the frequencies
are divided between two alternative responses. In other
words, a total of thirty-three responses are demanded for
Parts I and II. For these thirty-three responses, 122 pos-
sible choices are given.
In Part I seventeen responses are to be chosen from
among eighty-seven possibilities. In Part II sixteen
responses are to be made from thirty-five possibilities.
The frequency counts in Part I, therefore, are usually
lower than those in Part II on individual items.
As Harman explains:
Since the method is so dependent on the total variance
of the original variables, it is most suitable when all
the variables are measured in the same units. Other-
wise, by change of units or other linear transforma-
tions ofQ the variables, the ellipsoids have no special
meaning,””
To alleviate this problem, the following procedure
was adopted. The five responses to each Part I question
and the two responses to Part II questions became separate
variables. But, with 122 variables and the Edifact program
accepting up to only 100, some variables had to be
H. Harman, Modern Factor Analysis (Chicago:
University of Chicago Press , 1967), p* 13^.
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eliminated. Therefore, an arbitrary decision was made to
delete items with frequencies below forty in both Part I
and Part II. Items 55-3 (because 55-2 could carry its mean-
ing), 56-3 (by error of the programmer), and all responses
to items 3> 12-3, 17, and l8-9 (which had shown the greatest
item instability in the pretestings) were eliminated.
This withdrew fifty variables from the analysis,
leaving seventy-two variables spread over twenty-nine of
the thirty-three original test questions. Of the eighty-
seven variables in Part I, forty-two remained. Of the
thirty-five in Part II, thirty remained.
Furthermore, this meant that frequency counts for
each of the original questions in Part I were treated as if
there were 377 times five equaling 1,885 possible frequen-
cies when there were actually 377 I’esponses, Frequency
counts for each question in Part II were treated as 377
times two equaling 75^1- possible frequencies when there were
377 actual responses.
From the point of view of philosophical orienta-
tions, items retained and withdrawn could be examined
(Table 4-). The removal of items 3 and 17 withdrew two vari-
ables in each of the five philosophical orientations. Items
55”3 and 56-3 are two liberal items so removed. Low fre-
quencies accoimted for the other removals. Higher frequen-
cies, forty or more, accounted for the survivals.
The seventy-two variables . Since the seventy-two
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Table 4.
--PhUosophical Orientations of Items Retainedin the Seventy-two Variables
Philosophical
Orientations Original Seventy-two
Variables
Part I
Idealism 15 7
Realism 15
1
7Thomism 15
1
7
Experimentalism 15
1
12
Existentialism 15 9
Part II
Traditional 16 13
17Liberal 19
variables retained for the factor analysis were spread over
twenty-nine of the original inventory items, these variables
89
were renumbered one through seventy-two,
Tetrachoric r. Tetrachoric r dichotomized the vari-
ables at or close to the median and computed the tetrachoric
correlation matrix to be used in the factor analysis. The
frequency table thus produced gives the frequencies of
responses and the frequencies of no responses to each vari-
able, The matrix which was printed out is in the form of
seventy-two rows and ten coliimns repeated seven times and
seventy-two rows and two columns once.
Principal factor analysis, A principal factor analy-
90
sis was then performed to calculate the trace of the
^9see Appendix, pp, 117“H8.
90Modification of T. G. Teeples, Principal Axes Fac -
tor Analysis Using Hotelling Iterative Procedure , IBM 1620
User’s Group Library, 60,091.
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correlation matrix, which is the sum of the diagonal values
in that matrix. Next, the first set of factor loadings,
which are correlations of the variables with each factor
being extracted, were computed and printed. The Siam of
squares (latent root) of the factor loadings was used to
determine the percent of total variance accounted for by
this factor. Also printed were the cumulative sum of per-
cent of total variance extracted by successive factors, the
cumulative percent of total estimated communalities extracted
91by successive factors, and estimated communalities,
92Varimax rotation, A trial run indicated that the
use of two to seven rotated factor matrices would be appro-
priate. This number of rotations would account for whatever
variance the factor analysis could show. Therefore, the fac-
tor matrix was rotated by the varimax criterion until factor
matrices of 72 variables by 7 factors, 72 by 6, 72 by 5» 72
by 72 by 3> and 72 by 2 were produced. Also printed were
the transformation matrices for the total number of factors
and the communalities for each variable after every rotation.
Extraction of factors. The Varimax factor matrix
consists or factor loadings on each of the seventy-two vari-
ables for each of the factors extracted. The values of the
factor loadings vary from -1.0 to 1.0. Being correlation
coefficients, they give an accurate numerical index of the
91see Appendix, p. 121.
^^Modification of T. C. Teeples, Varimax Matrix Rota -
tion, IBM 1620 User's Group Library, 60.0^1!
Sk
strength and direction of relationships between particular
variables and particular factors. When the variance is at a
maximum, the factor is most easily interpreted or is most
simple in the sense that its components tend toward unity
and zero. In this study, only variables correlated higher
than ,4 with a given factor were deemed descriptive of the
factor. This level of correlation was selected in order to
assure maximal contribution of the item to the factor. Five
9 3factors were extracted which account for 35.34 percent of
variance
.
There were both positive and negative loadings on
each of the five factors extracted. Each factor is pre-
sented in Table 5j first, with the variables that received
positive loadings and, second, with the variables that
received negative loadings. The variables are numbered
according to the seventy-two variables used in the factor
analysis
•
Analysis of results
.
A real issue in factor analy-
sis is the one of how to attach meaning to the factors iso-
lated in the analysis. The five factors were extracted
with both positive and negative bipolar loadings of rela-
tively similar numerical strengths. It is possible to coor-
dinate the statements with the positive loadings in each
factor to achieve coherent meanings. The statements with
negative loadings may also be united to represent coherent
93see Appendix, pp. 122-123, for five-factor matrix.
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Table 5.—The Factors Extracted: Factor Loadings.Numeration According to the Seventy-two Variables
and the Variables *
Factor I: Positive Loadings
+0.728 46 Transfer of learning is based on the extent
the individual generalizes and applies learn-ing materials during his training.
+0.660 64 The student is his own curriculum.
+0.595 43 Learning is a matter of meaning residing in
the totality of the situation, the individual
reacting to the whole.
+0.514 39 You are interested in making a block-print for
a magazine cover. Where would you begin? Try,
to see what comes of it.
+0.492 67 A course of study should be developed as learn-
ing proceeds.
+0.452 69 School structure should be nongraded.
+0.419 8 Think of a work of art you like. Why do you
like it? It tells something of life's experi-
ence.
+0.412 51 What is learned is meaningful to the degree
that it is related to the learner's purpose.
Factor I: Negative Loadings
-0.704 45 Transfer of learning is based on the individual
knowing the correct mechanics of performing
the task.
-0.592 44 Learning is a matter of separate elements
joined together until the whole behavior is
built up.
-0.583 65 A curriculum should be presented in consider-
able detail.
-0.491 66 A course of study should be organized in
advance
,
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Table 5 "“Continued
-0 ,4^66 29 Select the teaching method you would employ
most often. Demonstration, recitation.
“0.460 68 School structure should be graded.
“0.411 52 ^at is learned is meaningful to the degreethat it is related to sequential subject mat-ter.
Factor II: Positive Loadings
HO.504 26 What subject matter would you select as the
best vehicle for your own ideas? Intellect
and spirit.
-HO.490 22 You would teach mostly for the handling of
ideas
.
+0
. 1^65 3 What is real? A world of Reason and Being.
+0.445 57 The ability that involves abstract reasoning
and problem solving is largely inherited.
Factor II: Negative Loadings
-0.576 1 What is real? A world of experience.
-0.517 36 A student has been given a minor role in a
school production of Romeo and Juliet. He
comes to you for help. You advise him primar-
ily to try various ways to see how he can work
it out best.
“0.445 58 The ability that involves abstract reasoning
and problem solving is largely influenced by
environmental factors.
-0.430 15 As a student, you are a solver of problems
which grow out of relevant experiences.
Factor III: Positive Loadings
+0.645 9 Think of a work of art you like. Why do you
like it? It is intellectually stimulating.
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Table 5—Continued
+0.508 59
crLtivit^ is the production of
+o.it,74 2 What is real? A world of mind, of ideas.
+O.I4.6O 12 As a student, you are exercising logical
activity while stretching toward the greattruths.
Factor III: Negative Loadings
-0.652 27 What subject matter would you select as thebest vehicle for your own ideas? Physical
world.
-0.520 60 The problem of education is the release of
creativity.
-0.519 47 Understanding information and principles is
most important in learning.
-0.1U1.9 19 What do you think is the main role of a teacher?
To provide a "working model" toward which stu-
dents can aspire.
Factor IV: Positive Loadings
+0.512 18 What do you think is the main role of a teacher?
To raise basic metaphysical questions so that
the student confronts root issues of being
human.
+0 ,Li-86 62 A class of fifth graders loved to come to
school. All did not learn facts, but all
learned to work together.
+0.404 33 The school is a social institution. Which of
the following functions would you elevate to
central prominence? Teaching how to manage
change and reconstructing the social order.
+0.435 23 What subject matter would you select as the
best vehicle for your own ideas? Social expe-
rience.
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+O.L|.33 Sk
+0.i|.06 41
Factor IV:
-O.l4.90 61
-0. 1^.38 53
Factor V:
+0.628 70
+0.603 59
+0.572 56
+0.496 6
+0.482 31
+0.471 68
+0.439 48
Table 5—Continued
Teachers tove no right to indoctrinate; they
themselves to teaching how tothink and not what to think.
You are interested in making a blockprlnt fora magazine cover. Vlhere would you begin’Study some covers by skilled print
-makers
.
Negative Loadings
A class of fifth graders loved to come to
school. All did not learn facts, but alllearned to do things independently.
Teachers should not avoid taking sides on basicissues in order to avoid the possibility ofindoctrinating impressionable young children.
Positive Loadings
Testing and grading are an important motivat-
ing factor in learning.
The problem of education is the production of
creativity.
Teacher-directed method promotes greater learn-
ing and retention.
If another student offered to sell you a stolen
color-TV for a third of its selling price, on
what would you base your decision to buy or not
to buy? On inherited doctrines you have been
taught
.
Select the teaching method you would employ
most often. Lecture, discussion.
School structure should be graded.
One of the major tasks of the teacher is to
provide feedback or reinforcement to the stu-
dents so that they can adjust their performance.
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Factor V:
-0.612 60
-0.583 55
-0.493 50
-O.l4.89 71
-0.475 25
-0.465 69
-0.443 49
-0 . 14-21 7
-0.407 21
-O.I4.OO 32
Table 5 “"Continued
Negative Loadings
The problem of education is the release of
creativity.
Discovery method is conducive to greater learn-ing and retention,
The learnings which really make a difference
are those that enable the individual to see
himself differently and accept himself.
Grades are unnecessary for learning.
What subject matter would you select as the
best vehicle for your own ideas? That con-
cerned with individual choices to be made.
School structure should be nongraded.
One of the major tasks of the teacher is to
take himself out of the role of being the sole
source of reinforcement.
If another student offered to sell you a stolen
color-TV for a third of its selling price, on
what would you base your decision to buy or not
to buy? On being yourself and acting naturally
as you have grown to see why to decide one way
or the other.
You would teach mostly for arousing personal
response.
The school is a social institution. Which of
the following functions would you elevate to
central prominence? Developing self-knowledge
and self-determination.
meanings. In most cases, the meanings of the statements
with positive loadings seem to contrast with the statements
with negative loadings. This makes them bipolar factors not
only numerically but also apparently in content. Therefore,
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each factor may be interpreted on the basis of this polarity.
The factors are not named because appropriate terminology
was not readily evident,
^e factors; interpretation
. Factor I . with posi-
tive loadings, is strongly learner
-centered. Anyone scoring
high on this factor would seem to be indicating a preference
for the responsive, developmental, nonrigid, low-structured,
nonpredictable, nonmechanical approach to teaching. The stu-
dent would be regarded as self -motivating, rational, and
self -actualizing. Anyone scoring low on this factor would
seem to be indicating a preference for systematic, more rigid,
higher structure that would be more mechanical, predictable,
and dogmatic, A predetermined value structure would be
assumed to have priority over the value structure of indi-
vidual students.
The positive loadings on Factor II are strongly
Idealistic-Thomistic in nature. The world of the intellect,
of reason, and of the spirit is stressed. When one scores
high on this factor, it would seem to show that he is a
believer in inherited intellectual abilities and, therefore,
probably believes in a predetermined potential for each indi-
vidual, A low scorer on this factor would look to the world
of experience, to relevancy, to the environmental, to the
pragmatic
,
The positive loadings of Factor III seem to show a
strong tendency toward the abstract, the intellectual, the
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given absolute truths. It would seem that a teacher high on
this factor would program the student to produce given ends
through a highly rational process. The negative loadings
evidently indicate thinking that is based on relative, ten-
able truth. A low scorer on this factor would conceive that
the student carries within himself the means to creativity
and that relevancy is more important than intellectualized
abstraction.
Factor IV suggests a socialization process in educa-
tion. The individual as a human being in a group process
learns about society and is taught how to think, how to man-
age change, how to reconstruct the social order. One scor-
ing high on this factor would probably espouse a strong
humanistic approach to education. Negative loadings seem to
suggest the qualities of rugged individualism. The student
works independently, but the teacher does not avoid taking
sides on issues. The student, therefore, is apparently
toughminded enough to withstand outside influence and can
make his own way around other people and other ideas than
his own.
Factor V seems to be based on whether one thinks stu
dents are externally or internally motivated. The positive
loadings involve a strong teacher-directed approach. One
who is high on this factor would believe in the traditional
organization and power structure of the school. The student
would be conceived of as outer-directed. The negative
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loadings point toward the concepts of self-knowledge, self-
control, and self-motivation for the student.
Another way of looking at these factors is from the
point of view of the original construction of the test.
The positive loadings of Factor I are on two Experi-
mentalist items from Part I and six liberal items from
Part II, The negative loadings are on one Realist item
from Part I and six traditional items from Part II.
The positive loadings of Factor II are on one Ideal-
ist and two Thomist items from Part I and on one traditional
item from Part II. The negative loadings are on three
Experimentalist items from Part I and one liberal item from
Part II.
The positive loadings of Factor III are on one Ideal-
ist and two Thomist items from Part I and on one traditional
item from Part II. The negative loadings are on one Ideal-
ist and one Realist item from Part I and on two liberal
items in Part II,
The positive loadings of Factor IV are on one Ideal-
ist, two Experimentalist, and one Existentialist item from
Part I and on one traditional and one liberal item from
Part II, The negative loadings are on one traditional and
one liberal item from Part II,
^^See Appendix, pp, IIO-II 3 an^ PP» 117-118
>
keys to the MPEBI and renumbered variables.
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The positive loadings of Factor V are on two Ideal-
ist items from Part I and on five traditional items from
Part II. The negative loadings are on one Realist, and
three Existentialist items from Part I and on six liberal
items from Part II,
With the exception of Factor IV, the positive and
negative loadings of which are both mixed with traditional
and modern items, the factors are fairly well polarized into
traditional and modem items. Factor I and Factor II repre-
sent clear traditional
-modem dichotomies. There are two
negative loadings on Idealist and Realist items in Factor III
which seem to upset this pattern and one Realist item among
the negative loadings of Factor V,
Scoring the MPEBI according to the five factors .
Factor analysis was employed to provide a basis for scoring
the MPEBI, Using the factors as subscales, a scoring system
of factor weights was used to arrive at five subscores for
the MPEBI. Twenty-four items in Part I and twenty-eight in
Part II, a total of fifty-two items from the original inven-
tory, those that appeared in the five factors, were used.
Items 54“1 and SI4.-2 appear in Factors I and V; items 50-l
and 50 -2
,
in Factors III and V,
Since a renumbering of the MPEBI to seventy-two vari-
ables was done in order to perform a factor analysis, it was
necessary to convert the numbers from those variables back
to the original numbers in order to read item responses from
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the original answer sheets. To understand the following,
it will be necessary to refer to the Appendix. In each
of the five scoring columns of a scoring sheet tally were
placed the original numbers of the MPEBI items which had
appeared in that factor with their positive and negative
96designations. Therefore, the responses of each individual
to the items in each factor have to be read and recorded on
the individual tally using the following method:
li* the response is to a plus item, place one point
to the right of the plus item on the tally.
If the response is to a minus item, give zero.
If there is no response to a plus item, give zero.
If there is no response to a minus item, give one
point
.
The sum of the points in each column, the subscore
for the particular factor, represents the strength and direc-
tion of support the respondent gives to the items in the
factor. A higher factor subscore, for example, indicates
more support for the positive items; a lower score indicates
less support for those items.
'^•^See Appendix, p. 119.
9^See Appendix, p. 120, for scoring tally according
to seventy-two variables.
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CHAPTER V
ANALYSES, CONCLUSIONS, AND RECOMMENDATIONS
Testing for Hypotheses
The primary concern of this study was to determine
how much change was wrought in the philosophical and educa-
tional beliefs of student teachers and interns after their
methods courses which were concurrent with their student
-
teaching experiences# Data had to be collected, therefore,
from students engaged in the teaching programs at the Univer-
sity. To accomplish this, the MPEBI had to be taken by stu-
dents at the beginning and at the end of a semester. Two
additional tests, the Thomas Educational Policies and View-
points and the California Psychological Inventory, were
administered also to help extend the findings on the MPEBI.
Student population: interns and student teachers
.
The University of Massachusetts offers two undergraduate
teaching programs, the Student -Teaching Program, K-12, and
the Intern -Teaching Program, K-12. The student teacher, a
term usually used loosely to cover all student teachers,
spends the first week in a methods course, the second in a
cooperating school, the third to eighth back at the Univer-
sity in the methods course for elementary or secondary teach-
ers, and the ninth to sixteenth weeks in the classroom of a
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cooperating school.
The undergraduate intern is placed for a full six-
teen-week semester in a cooperating school with a cooperat-
ing teacher. Glasses for interns in the methods of teach-
ing elementary school subjects and the various secondary
school disciplines meet on the average of one evening a week
at the University during the semester.
Table 6.
--Sex, Level of Student
-Teaching Experience,
and College Majors of Ninety-eight Interns and
Forty-five Student Teachers Whose Test Results
Were Used in These Analyses
Interns Student Teachers
Sex
Male 15 8
Female 83 37
Level of Experience
Elementary 55 19
Secondary 26
College Majors
Education 45 18
English 15 12
Social Sciences 13 7
Mathematics 7 2
Sciences 9 2
Foreign Languages 3 1
Arts 2 0
Business 0 2
Psychology 4 1
Administration of the tests; pretesting. On the
afternoon of January 28, 1970, before the interns began their
field experiences, a general orientation meeting was called
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by the Director of Field Experiences. At the end of this
meeting, the tests were completed by the 158 interns who
attended. The Thomas Educational Policies and Viewpoints
test and the California Psychological Inventory were included
alternately in every MPEBI so that everyone was asked to take
two tests, the MPEBI with either the Thomas Educational Poli-
cies and Viewpoints or the California Psychological Inventory.
Tests were distributed without choices being given to indi-
viduals regarding the Thomas test or the California Psycho-
logical Inventory.
The student teachers attended a meeting on the even-
ing of January 29, 1970, called for the announced purpose of
testing. The tests were prepared in the same fashion as they
were for the interns. The prepackaged tests alternately
included the MPEBI with either the Thomas test or the Cali-
fornia Psychological Inventory. Eighty-three student teach-
ers attended and were tested.
Mailing (February 10. 1970) . A mailing composed of
the MPEBI, an answer sheet, an explanatory letter, and a
stamped, addressed envelope was sent out on the above date
to eighty-two student teachers for whom there were addresses
available. Interns were not involved because they were
deemed too busy with their first weeks of teaching. Student
teachers were more likely to respond to a voluntary request.
Fifty-seven second testings were returned by mail. This
testing provided further data on the instrument using a
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different time interval.
Po sttestinp;
. Late in April 1970, visits were made
to several methods classes in order to give the same MPEBI
again. The fact that not everyone present in those classes
had taken the pretest, absenteeism, inconvenience to the
methods teachers who were already aware of the burden of
classes after a day of classroom student teaching, and the
inaccessibility of the student teachers who had already com-
pleted their methods courses were good reasons not to ask
for further class time. A mailing was sent out in early May
which included the MPEBI, an answer sheet, an explanatory
letter, and a stamped, addressed envelope. Visits to
classes and this mailing yielded forty-eight student teacher
and 112 intern responses, a total of 160 testings. Of these,
forty-five student teachers and ninety-eight interns, 14.3 in
all, had also taken the pretest. Of the forty-five student
teachers, thirty-nine had taken the pretest, the February
testing, and the posttest.
Testing for first hypothesis ; Use of factor sub-
scores in analysis of covariance. When the MPEBI is used
for the purpose of individual testing, obtaining subscores
would usually be sufficient to indicate something about the
philosophies and beliefs of the respondents. No further
statistical analysis would be necessary. In this study, how-
ever, an analysis of covariance was performed to study the
differences between the subscores of the MPEBI pretests and
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the MPEBI posttests of both the student teachers and the
interns to determine whether any significant changes had
occurred and, therefore, to test the first hypothesis of
this study.
Preparation of data for Analysis of Covariance. The
Standard Answer Sheets were referred to for obtaining the
responses to the items with the factor loadings previously
discussed.^ Scoring tallies as described earlier‘s® were
used to record the responses to the items and to calculate
subscores for forty-five student
-teacher and ninety-eight
intern MPEBI pretests and posttests. Subscores for 143 pre-
tests and ll4-3 posttests of the same respondents were computed
and recorded.
These two sets of subscores, first the five posttest
subscores and then the five pretest subscores were punched
into 143 IBM data cards. Identification of scores as those
of an intern or a student teacher was also punched into each
card.
Computer program for Analysis of Covariance. BMDOi^V,
99
Analysis of Covariance with Multiple Covariates, a program
designed to compute analysis of covariance information for
‘^’^See this essay, pp, 55-^3.
^®See this essay, pp. 63 -6I4..
99w. J. Dixon, ed., BMP, Biomedical Computer Programs
(Berkeley: University of California Press, I960), pp. 525-
542.
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one analysis of variance variable with multiple covariates
and unequal treatment group sizes, was perfomed on MPEBI
pretest and posttest subscores.
The output of this program included the variable
means for each treatment group; sums of products matrices
for Total, Treatment, and Error; the inverses of the covarl-
ate matrices for Total, Treatment, and Error; analysis of
covariance table with degrees of freedom, sums of squares,
mean squares, and P ratio; tables of regression coefficients,
their standard errors and computed t
-values with and without
adjustment for groups; table of adjusted means and their
standard errors.
Results of Analysis of Covariance, The analysis
yielded Tables 7 through 11 with computed F values for the
five-factor subscores, as follows:
Factor I 0,020
Factor II 0,01^8
Factor III 0,566
Factor IV 3. §79
Factor V 1,031
None of these F values is sufficiently large to be statis-
tically significant. When the between degree of freedom is
one and the within degree of freedom is 132, an F value of
3.92 is necessary for significance at the 0.05 level.
Therefore, none of the null hypotheses could be rejected,
although the F value for Factor IV is large enough to approach
significance and it appears that some change did occur over
that dimension. Generally, however, the changes in responses
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on the factor subscore items from the MPEBI pretest to the
MPEBI posttest were of insignificant proportions.
Conclusion related to first hypothesis
. The first
null hypothesis stated in Chapter III that the January to
May pretest and posttest factor subscores on the MPEBI tsiken
by the student teachers and interns would not vary signifi-
cantly could not be rejected.
Means and percentages for factor subscores
. The
Analysis of Covariance Program computed also the variable
means for each treatment group. These unadjusted means of
the five-factor subscores provided another view of the evi-
dence regarding the general nature of the responses to the
items included in those factors as well as the tenacity of
adherence to them.
Table 12. --Unadjusted Means for Five-Factor Subscores^*'
Pretest Posttest Difference
Student Teachers
I 9.?l|.)|)| 9.7556 +0.5112
II 2.5111 2.5333 +0.0222
III 2.1778 2.0444 -O.I 33I
1
-
IV 3.6IM 3.3556 -0.2888
V 5.241i4 5.1333 -0.1111
Interns
I 9.7347 10.0306 +0.2959
II 2.4592 2.3900 -0.0612
III 2.4490 2.1837 -0.2653
IV 3.8673 3.9694 +0.1021
V 5.0714 ij..l4.l84 -0.6530
^1^3 pretest MPEBI; 1^3 posttest MPEBI.
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These means for the five-factor subsoores, when con
verted to percentages of support given to each factor, are
even more revealing, as shown in Table I3,
Table 13.--Mean Percentages for Five-Factor Subscores*
Pretest Posttest Difference
Student Teachers
I 61.63 65.03 +3.40II 31.39 31.66 +0.27
III 27.22 25.55
-1.67
IV 46.66 41.94 - 3.62
V 30.85 30.19
-0,66
Interns
I 64.89 66.87 +1.98
II 30.74 29.97 -0.77
III 30.61 27.29
-3.32
IV 48.59 49.61 +1,02
V 29.88 25.98 -4.10
“*143 pretest MPEBI; 143 posttest MPEBI,
These percentages show the strongest support for
Factor I, learner-centered in its positive loadings, but
certainly 6l to 66 percent is not overwhelming. However,
both student teachers and interns increased their support
for this factor from pretest to posttest. In turn, percent-
ages for Factor V, a factor strong in support of teacher-
directed learning, seem to almost complement those for Fac-
tor I and probably indicate the tie to traditional attitudes
about learning and teaching. Support for Factor V shows a
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decrease from pretest to posttest, as does support for Fac-
tor III with its emphasis on the intellectual, the spiritual,
and absolute truth. Changes in Factor II subscores are less
than 1 percent for both student teachers and interns making
this the most stable factor. Factor IV, second in strength
among the five factors, shows the widest variation of change
between the student teachers and the interns. The mean per-
centage for the subscores of the student teachers decreased
3*82 from pretest to posttest, while the mean percentage of
the interns increased 1.02. A span of 7.87 percent of dif-
ference resulted between the posttest subscores of the stu-
dent teachers and the interns on Factor IV.
These results show no wholehearted approval of any
factor. They do indicate, however, the mixed selection from
among traditional and modem philosophical ideas. The
weighting is toward the more modem concepts, but the foot-
hold in traditionalism is well evidenced.
Testing for second hypothesis : Use of factor sub-
scores in Analysis of Variance. To test the second hypothe-
sis of this study that the February to May pretest and post-
test factor subscores of the MPEBI would not vary signifi-
cantly, an analysis of variance was used on the factor sub-
scores of thirty-nine student -teacher respondents who had
completed the MPEBI in February as well as at pretesting
and posttesting times.
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Level of Student
-Teaching Experience^ Thirty-nine Student ?^Lhe?r*Who Completed the MPEBI in January, February
and May ^
'
Number
Sex
Male 8
31Female
Level of Experience
Elementary 17
Secondary 22
College Majors
Education 16
English 10
Social Sciences 7
Mathematics 1
Science 1
Foreign Languages 1
Business 2
Psychology 1
Computer program for Analysis of Variance. BMDOIV,
100
Analysis of Variance for One-Way Design, was used to test
for difference between the two testing times. The output
of this program included the treatment means and standard
deviations and analysis of variance tables including within
groups, between groups, and total sums of squares; within
groups, between groups, and total degrees of freedom; within
groups and between groups mean squares; and F ratios.
Results of Analysis of Variance, The analysis
yielded Tables 15 through 19 with computed F values for the
five-factor subscores, as follows;
lOODixon, BMP, Biomedical Computer Programs , pp. i|86-
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Factor I
Factor II
Factor III
Factor IV
Factor V
0.0485
0.8497
0.5923
0.0000
0.0014
For signifioanoe at the O.05 level, the P value
would have to be at least 3.97 when the between degree of
freedom is one and the within degree of freedom is seventy
six. Therefore, none of the null hypotheses could be
rejected. The changes in responses on the factor subscore
items from the MPEBI taken in February to the MPEBI posttest
in May were of insignificant proportions.
Conclusion related to second hypothesis
. The second
null hypothesis stated in Chapter III that the February to
May pretest and the posttest factor subscores of the MPEBI
would not vary significantly was not rejected.
Use of the Instrument in Relation to
Other Instruments
To enlarge understanding of the nature of the MPEBI
and to determine its relationship to other instruments, cor-
relations were performed between the MPEBI and the Thomas
Educational Policies and Viewpoints test results and the
MPEBI and the California Psychological Inventory results.
The Thomas Educational Policies and Viewpoints is a test com-
posed of twenty-five traditional and twenty-five Experimen-
talist items. The respondent is asked to choose from a
range of definite approval to definite disapproval. The
86
Califoi-nia Psychological Inventoryl°l scales eighteen char-
acteristics of personality important for social living and
social interaction. The respondent is asked to answer
true or false to a series of 1).80 statements.
Correlation of the MPEBI with the Thomas Educational
Policies and Viewpoints
.
Preparation of data. Twenty-five of the fifty items
in the Thomas test represent the Experimentalist point of
view. Prom responses to items 8I-I 3O on the Standard Answer
Sheets, the positive responses to the Experimentalist items
made by each of seventy-one student
-teacher and intern
respondents were individually tallied. Both definite
approval and qualified approval responses were counted.
These percentages were then correlated with the five MPEBI
posttest factor subscores of the same respondents.
Computer program for correlation. BMD02D, a corre-
102lation with transgeneration program, was used to obtain
sums, means, cross-product deviations, standard deviations,
variance -covariance matrix, and a correlation matrix.
Results of correlation program. The correlation
matrix produced by this program is shown in Table 20,
^^^Galifornia Psychological Inventory and Manual for
the California Psychological Inventory by H, 0. Cough are
available from Consulting Psychologists Press, Inc,, of Palo
Alto, California.
102Dixon, HMD, Biomedical Computer Programs, pp, 49-
59.
1
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A correlation of
-0.2061; exlats between Factor v
subscores and the Thomas test percentages. Although this
correlation Is not large enough to satisfy the null hypothe-
sis at the 0.05 level of significance. It can be Included
in the 95 percent confidence level since the lower confi-
dence limit Is
-0.2026. This negative correlation probably
reflects a reaction to the traditional, teacher-centered
Items of Factor V In contrast to the more student
-centered
Ideas of Experlmentallsm, as used In the Thomas test, other
wise, this matrix Indicates no significant correlations
between the MPEBI factor subscores and the Thomas test per-
centages.
Correlation of MPEBI with California Psveholnvl cel
Inventor^;,
Preparation of data. The California Psychological
Inventory responses were marked on the special handscoring
sheets supplied by Consulting Psychologists Press, Inc.
Through the use of scoring templates, individual scores for
eighteen scales were obtained from these sheets.
These eighteen subscale scores on fifty-four test-
ings were correlated with the five MPEBI posttest factor
subscores of the same respondents.
Computer program for correlation. BMD02D^^^ was
employed for computation of correlation between California
Psychological Inventory and MPEBI,
^^^Ibid
.. pp. 159-168.
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Results of the correlation program. The correla-
tion matrix produced by this program is shown in Table 21.
Under the null hypothesis of no correlation, more
than
-0.269 or less than +0.269 is necessary for rejection
of the hypothesis at the 0.05 level of significance. On
this basis, this matrix indicates only one significant cor-
relation, that of +O. 3O67 between the Idealist
-Thomist Fac-
tor II subscores and Scale 16, a measure of psychological
-
mindedness. This is correlation with a factor that has
positive loadings on the world of the intellect, reason,
and spirit and negative loadings on the relevant, environ-
mental, and pragmatic. According to California Psycholog-
ical Inventory interpretation analyses, Scale 16 high
scorers are spontaneous, perceptive, resourceful, and change-
able. They are verbally fluent and socially ascendant; they
rebel against rules, restrictions, and constraints. On the
other hand, the lower scorers on Scale 16 are apathetic,
peaceable, serious, cautious, and unassiaming. Slow and
deliberate in tempo, they are overly conforming and conven-
tional, This correlation suggests a relationship between
the Idealist -Thomist respondents to the MPEBI and the active,
involved, rebellious qualities measured by Scale 16. The
respondents with more pragmatic choices on the MPEBI seem to
be related to the slower, cautious, conforming characteristics
^^Grough, Manual for the California Psychological
Inventory
, pp. 10-11.
1
CORRELATION
MATRIX:
CALIFORNIA
PSYCHOLOGICAL
INVENTORY
SCORES,
POSTTEST
90
CO
w
«
o
o
CO
cn
:=>
CO
«
o
E-tU
CO
w
s
I
op
o
d
•o
' c>
• cr
_J c
o ro •
CJ 00 o
1
o z) CO n o r- 30 fx.
r
«?v ^
tvjco o- CO oj ro ^ O' fV' o • !>
^ ^ »
O'
vr -j" >c • o- •—
. D
'
»o(3> «cio
o-
^ ° - - °°
oooo ooooo
> i I I I I I
op
o
cs
Ct.
MM
Ch
op
o
d
fp
I
O'
r-
"0
o
oooooco. oo^
i > I I
.
I » II >
I
I
i
I I I
O 0.1
U OJ o
I
^ ^ P ^ O' O CC OJ t'- .0 'J'^ ro ,4
-O OJ O CD O 'Ti
_
^ ^ O 'O ^ (V ^ <t ^ O «n
<3 O O O C O. C C O O C t\J 0.< fvj o O O O .-I o o'• ••• ••••••••€«., ,, ••••JCep ooo C O coo oo ooo oo oc o>-*o
I
-
p >p
I I
I
I I I I I 1.1
I
I
p
o
u
•Oi
>o
o
ojr>
a rq
-• J 1
O' OJ
T> 0'
O' o
o
TJ + -?• a> O' OJ j>
-o > o> o n o >-
•^
OCO OOJQ rOO—'o-i'-.Or-iJ-
3 •t in ir> .r x* nm >
^ o o — o o iv o.. o
I
O V
o-^
OOJ.
o —
(M O
I
0 o
1 I
o o
I
ooocoa coooocc oo
• » » • « » »
,
II >o
I
•O,O
fH
op
o
d
CC c re OJ 'C o- o; c <} vt •c <r <t O 0- X o 1" c m 1 , j
'A o — rn >;J ro jx O r ^ in :r 0.'
-c <t j' ^ 1 i
'0 OJ O' A' *—
*
^ ^ rj OJ c 0 c i\i .n X- o m O' O' ‘ 1o o ^ -p C O .OJ C .vj o p Or>-. — c o o o .x; 1 • !
OJ c o o 0
'
0. o oooo o c c o o c f' ^ c ^ o o c i j
1 1 1 I I 1 J 1
M
0-
.o vC O C O' m T >C IT >o in ^ CT >£> O! <t;
o in n <3 in 7> -< a oO 'a C A) -* CO OJ OJ ^ \J N. •p • o "1 30 n O' o 0 CC c o 3 3 "1 '.?* "^<0 ij o <
o
_J o OJ o o o OJ ^ O — O (\J t ^ ^ .3 3 3 3 3.3 Jf|d
i^i O — .o p o 0 .o
1 1
•w/ 3 3 C
I
3 3 J 3 > 3 -t 3
1 1
0-0
evi
<u
rH
OJ
E-t
MO y-i iX JAvO C'' 0O M M >
vH (\jrA.C)-'AvOC^'TOCOtH,-H
0) u
rH o
d p
<j o
to cS
1
0000
.
91
of Scale 16,
When the 95 percent confidence level with
-0.2i^60
as the lower confidence limit and +0.3028 as the upper con-
fidence limit is used, four more correlations can be deemed
to have significance. Factor IV, the humanist-individualist
factor, and Scale 7 show a correlation of
-0.2657. This
loading seems to indicate a negative relationship of the
humanists with values that are progressive and independent
and a negative relationship of the individualists with values
that are immature or dogmatic
,
A correlation of
-0,2603 between Factor IV and
Scale 16 links the humanist respondent negatively to the
intellectual and interest modes that are spontaneous, per-
ceptive, ascendant, and rebellious and the rugged individu-
alist negatively to modes that are cautious, unassuming, and
conforming.
Factor V and Scale 13 show a correlation of
-0,2590,
Thus, the positive loadings concerned with teacher-directed
learning and external motivation are negatively related to
the capable, cooperative, organized, stable, sincere, per-
sistent person who values intellectual activity and intellec-
tual achievement. The negative loadings concerned with self-
directed learning seem to be negatively related to such char-
acteristics as coarseness, stubbornness, insecurity, and
disorganization under stress or pressures to conform.
Scale 13 also shows a correlation with Factor III of
92
-0.2506. The capable, cooperative, organized, stable, sin-
cere, persistent high scorer on Scale I 3 who values intel-
lectual activity and intellectual achievement is negatively
related to the rationality and abstractions emphasis of Pac
tor III. The coarse, stubborn, insecure, and disorganized
person under stress of the lower scorer is correlated nega-
tively with the inner creativity and relevant interests of
Factor III.
Conclusions
Two null hypotheses were advanced for this study.
The first stated that the January to May pretest and posttest
factor subscores on the MPEBI taken by student teachers and
interns enrolled in concurrent methods and student
-teaching
courses would not vary significantly. The results of an
analysis of covariance performed upon these pretest and post-
test subscores produced no P values sufficiently large to be
statistically significant at the 0,05 level. The first
hypothesisj therefore^ could not be rejected. The January
to May pretest and posttest factor subscores on the MPEBI
did not vary significantly.
The second null hypothesis stated that the February
to May pretest and posttest factor subscores on the MPEBI
would not vary significantly. An analysis of variance was
applied to these scores and the P values produced were not
sufficiently large to be statistically significant at the
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0.05 level. The second hypothesis, therefore, could not be
rejected. The February to May pretest and posttest factor
subscores on the MPEBI did not vary significantly.
The primary objective of the methods courses was not
met, therefore. That objective was that the methods courses
should show some effect upon the philosophical and educa-
tional beliefs of the students taking the courses. As mea-
sured by the MPEBI, the methods courses did not show signifi
cant effect upon those beliefs.
Since the methods courses for student teachers and
interns were given concurrently with their student teaching,
these results apply also to the effects of student teaching.
As measured by the MPEBI, the student
-teaching experiences
of the student teachers and interns did not show significant
effect upon their philosophical and educational beliefs.
Recommendations
Pursuant to this study, the following issues are
recommended for further investigation.
1. The results of this study mean that student teachers
and interns, seniors in college, brought to their methods
courses and student teaching ideas that were already well-
established. Neither the study of methodology nor the
actual classroom experience uprooted these ideas or dissuaded
the students from them.
This raises the question then of what was learned
9k
through these experiences. What were the changes, if any,
that did occur as a result of passing these two milestone!?
Traditionally, these have marked the entry into the teaching
profession. If they have not changed basic ideas about edu-
cation, what have they accomplished? More importantly for
further investigation, what should they accomplish? What
o^uld be the ob
.
lectlves of a program for the student who ^ c.
—
^eriencing his first ac tual classroom teaching ? it seems
that there is a critical need for a basic commitment by the
School of Education to the Identification, implementation,
and evaluation of procedures for providing the undergraduate
in the classroom with experiences that are not "both intel-
lectually barren and professionally useless, as Silber-
man describes "methods of teaching" courses. The current
procedures seem to be an anachronism considering new trends
such as the one toward establishing in the schools clinical
programs which are designed to develop and use new
techniques in staff training and development on all levels
of a differentiated staff. Hopefully, the present program
and organizational structure will be changed after a needed
reexamination of the objectives of the methods courses,
2, If there should have been changes in the philosoph-
ical and educational beliefs of the student teachers and
interns after the methods courses, why were there no
^^^Silberman, Crisis in the Classroom
, p, i|J4.3.
)
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signlfioant changes? Could it be that students are already
so socialized that they are entrenched in the value struc-
ture of their own educators? A preliminary study of the
MPEBI results of public school teachers shows little differ-
ence from those of the students. The choices of the teach-
ers were a little more Thomistic and a little less Existen-
tial but, essentially, there was no gap. What are the
philosophies of the methods teachers? Are they so differ-
ent? When do the philosophical assumptions of teachers
-to-
be begin to freeze? to become uniform? Is there a particular
period or is it a process of gradual building of habit and
acceptance of the usual? What can bring about changes in
philosophical and educational assumptions of student teach -
ers ?
3* How inconsistent are the philosophical and educa -
tional beliefs__of student teachers and interns ? Do these
inconsistencies affect their classroom behavior? Is there
fi^^^ther inconsistency between what they say they believe and
what they practice? Much research activity on the relation-
ships between cognition and behavior could be stimulated by
studies of the complex intrapersonal and interpersonal pro-
cesses of the student teacher working out his adjustment to
the demands of the classroom environment, his relations with
students and staff, and his own self -needs.
I|-. What are the role and function of the Teacher Educa-
tion program in helping student teachers and interns develop
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their own phllo.ophi ... i„ „hat ways can the program enable
students to break the mold of the past instead of going
through the same rubber stamp process that ensures continue-
tion of the status quo?
Are student
-teacher placements in cooperating
schools a universal necessity? What are the possibilities
for growth and development that are yet relatively unexplored
in reference to undergraduate ventures into their own teach-
ing experiments? Where can they try out imaginative, new
ideas anyway?
Usually, the student teacher is placed according to
grade level or subject matter. With these limited criteria
for placement, no wonder the student establishes philosophi-
cal and educational beliefs based upon those to which he has
become accustomed. There are few avenues presently open
which look to a school experience very different from his
own. The expectation, therefore, before a methods course
and student
-teaching experience, is one of sameness. Cer-
tainly, the teacher-to-be does not expect a challenge of
change—nor is it expected of him.
As to the cooperating teachers, what attention needs
to be given to nurturing those who are secure enough people
to encourage questioning and exploration rather than confor-
mity? Can the more creative, innovative students and teach-
ers be supported in joint situations of freedom and experi-
mentation?
1
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5. in the present study, to solve the problem of deter-
mining changes in the philosophical and educational beliefs
of teachers and students, an instrument had to be used to
measure those beliefs. Fundamental to the whole venture was
the question of whether it is possible to devise a valid
instrument for measuring beliefs of such complexity and
diversity. Since it seems that mo st people have no cnhereni-.
or explicit system of ideas about education, on what
then can instruments that purport to measure these w-
constructed ?
6. In conclusion, what did the students think the meth -
ods. courses contribut ed to them ? This is a subject for
further investigation, but a selection of comments available
from students participating in this study suggests the
general tenor of the reactions to the methods courses.
There were comments given as positive ones: "The
methods course made me aware of various programs in elemen-
tary grade subjects." "They served mainly as rap sessions
in which I discovered that others were having similar diffi-
culties," "I have come to realize that even the most edu-
cated educators may disagree on some matters. There are no
’guaranteed-to-work
’ answers for problems arising in the
classroom. The teacher must try various tactics, note the
results, and fill her own personal 'technique bag' of teach-
ing methods and problem solutions," "Made me think about my
subject and the philosophy behind the teaching of it,"
1
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^'Presented me with the varied innovationa in teaching."
"The workshops were especially beneficial as we were working
with available materials. The reading matter distributed in
class is valuable and the games we were Introduced to were
motivating."
"Methods opened up new alternatives I might
use with my class." "They gave me a fairly good survey of
different subject areas and the new things being done in
them,
"
There were a greater number of negative comments.
Prom among them, these are typical statements: "About the
only thing that has helped me is the emphasis on creativity,
imagination, and flexibility, but I need more specific ideas
on methodology rather than philosophy of education." "I
feel that every teacher-to-be should be allowed to develop
his own distinct teaching style. Yet I feel as though the
methods course gave me little, if any, direction in my pur-
suit of good teaching techniques." "The idea and attitude
that there is so much information put out on methods and
that all interns should be exposed to this information is
absurd. Methods has contributed a broad understanding of
the methodology of teacher-training, but as far as specifi-
city is concerned, although I've attended every class, I
have not heard more than two helpful suggestions. I feel
the course is way out of gear for the j\mior high-oriented
intern." "I chose to be an intern with a longer period in
the classroom because I felt actual experience was much more
1
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valuable than theory. Now. I believe even more strongly
that experience, and trial and error, are far more meaning-
ful. Why can't there be resources available for those who
need help or ideas? My supervisor has been the most valu-
able aspect of my whole intern experience. He's stimulated
my thinking and dealt only with my particular areas of dif-
ficulty." "Aside from reasserting the philosophy of the
School of Kd. which I basically agree with, nothing of
'methods' was really of any help. I found the experience I
received in the classroom was far more relevant." "it was
a loss of time and energy rather than a gain of information.
My cooperating teacher contributed more to my methods
, knowl-
edge than these courses (and I did attend every class, as
miserable as I sound])." "My class has discussed very indi-
vidualistic problems that are generally the property of one
student only and have no relevance to the rest of the class."
Finally, perhaps the range and variety of feeling
expressed about the methods courses may be revealed in the
two comments I "There should be methods courses
for those who feel a need for detailed help but it should be
run with the specific intent of giving detailed help, not
generalizations and a lot of bull -shit." "No course can
teach you what one day alone with a class of first-graders
can reveal."
J
APPENDIX
Please print
Last Name
Local Address
First Name
Phone
M P
Name of School From Which You Were Graduated
College Major College Minor_
Grades You Prefer To Teach K 1-6 7-9
Name of School To Which Assigned
Practice Teaching Yes No Internship Yes
Subject Assigned
Grades Assigned
City,
10-12
City, Town
State
No
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'ASSACHUS^ITTS PHILOSOPHICAL AMD
EB'JCAriC;,’AL BELIEFS T’-'V-’ETO^Y
DIRECTIONS
Tliis inventory is designed to learn about your thinking on sor.e basic
problers of living and of education.* There arc no right or wrong answers.
Naturally, sonie statements do not cover your views in full or they may only
approximate what you think. However, choose the answer which comes nearest
to your ideas or the one that you would place in primary position before
adding any of the others. Read each statement and make one choice. Then
-nark your answer in the space provided on the answer sheet. There is no
time limit. Please respond to every item
.
Indicate your responses by filling in the appropriate numbered spaces
on the Standard Answer Sheet. Use a soft-lead pencil only; Number 2 is
i
preferred. Any lead harder than 2 1/2 will not be read by the optical
scanning equipment. Do not use ink or ball point pen. 3e sure to blacken
in the intended space completely with pencil. Erase thoroughly any answer
you want to change before filling in the correct response.
* Developed by Dorothy M. Frcimarck, University of N ;sr.achusetts
)
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PART I
1.
^Jhat is real?
1-1. a world of
1-2. a world of
1-3. a world of
1-4. a world of
1-5. a world of
experience
existing
things
irind, of ideas
Reason and Being
2. Reality is
2-1. absolute and arrived at by induction
2-2, absolute and confused by worldly happenings
2-3, changing and personal
2-4. absolute and arrived at by deduction
2-
5, changing and subject to environmental criteria
3. All things have a cause. How do you determine the truth of such a statement?
3-
1, by acting on what you think and seeing what works
3-2. by thinking ideas through, consistent with a set body of knowledge
3-3. on the basis of observable fact
3-4. by choosing to believe
3-
5. through logical thinking confirmed and backed up by intuition
4. If another student offered to sell you a stolen color-TV for a third of its
selling price, on what would you base your decision to buy or not to buy?
4-
1. on inherited doctrines you have been taught
4-2, on your own choice
4-3. on what the consequences of the act would be
4-4. on using your reasoning and intuitive powers
4-5. on being yourself and acting naturally as you have grown to see why
to decide one way or the other
5.
Think of a work of art you like. bTiy do you like it?
5-1. it tells something of life's experience
5-2. it is intellectually stimulating
5-3. it is more beautiful than life-like
5-4. it is realistic and life-like
5-5. you yourself like it
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PART I (pare 2 )
As a student, you are
t^uthi^^"^
logical activity while stretching towards the great
6-2. a responder and reactor to organized subject ratter
-3. a choice raking individual responding to your own world6-4. an infinitesiral part of a universal mind
6-5. a solver of problems which grow out of relevant experiences
7. What do you think is the main role of a teacher?
7-1.
7-2.
7-3.
7-4.
7-5.
to be a precise and business-like explainer of the world
to be a senior partner in corporate investigations and inquiries
to discipline minds to learn intellectual habits
to raise basic metaphysical questions so that the student confronts
root issues of being human
to provide a "working model" towards which students can aspire
8, You would teach mostly for
8-1. the disciplining of the mind
8-2. problem solving
8-3. the mastery of factual information
8-4. arousing personal response
8-5. the handling of ideas
RTiat subject matter would you select as the best vehicle for your own ideas?
9-1. social experience
9-2. symbol and idea
9-3. that concerned with individual choices to be made
9-4. intellect and spirit
9-5. physical world
Then, select the teaching method you would employ most often.
10-1. formal drill
10-2. project method
10-3. demonstration, recitation
10-4. Socratlc questioning, student-initiated dialogue
10-5. lecture, discussion
T
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PART I (pap.c 3 )
The school Is a social institution. IvTiich of the following functions
would you elevate to central prominence?
ll-l* transmitting settled knowledge
11-2. developing self-knowledge and self-determination
11-3. conserving the heritage
11-A. teaching how to manage change and reconstructing the social order
training the intellect to understand the world
12, Learning means
12- 1
.
12-2
,
12-3.
12-
4.
13-
1.
13-2.
developing the structure of the self, the perception of the en-
vironment and the interrelationship of these two factors
recognizing cues and signs and their relationship to a particular
purpose or goal, the achievement of which may be reached by any
of several actions
making new associations and strengthening them
each individual has many conflicting goals and urges and behavior
results from the struggle of these purposes one against the other
every new idea, feeling, sensation is a response to a preceding
idea, feeling, sensation
recognizing new relationships in a total pattern to reach solution
of a problem
(if response is 13-1 or 13-2, mark space 5 in 12 and then mark
13-1 or 13-2 according to your choice.)
14. A student has been given a minor role in a school production of Romeo and
Juliet
.
He comes to you for help. You advise him primarily
14-1, to discipline himself to drill the speeches until he has them
reasonably in hand
14-2, to try to be himself and render an original version
14-3, to go through the play act by act and analyze the development of
the character
14-4, to try various ways to see how he can work it out best
14-
5. to listen to some of the recordings of great actors rendering the
part
15, You arc Interested in making a blockprlnt for a magazine cover. Where
would you begin?
15-
1. think out the possible alternatives and choose from those
15-2, think out the steps involved and practice
15-3, try, to see what comes of it
15-4, use an explanation of the different steps in printmaking
15-5, study some covers made by skilled printmakers
1
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PART I (page A )
16. If you were to teach the use of the telephone, where would you begin?
16-1.
16-2.
let the student reason It out and have him practice
of°the teJephonf"
""" development
16-3. let the student decide how he wants to learn16-4. analyze the functions of each part
16-5, provide a phone and the principles as to how it is used
You can best learn the principles of government by
17-1. comparing and contrasting different forms of today's government
and deciding what principles are at work because you can make
your OTO interrelationships and perceptions
17-2. reading great books on the subject since one learns principles
through cognitive thinking
17-3, choosing from available material on government and making your
own way to understanding the principles because you know your
o'.'Tn purposes and can fulfill your decisions
17-4. breaking down the components of government into basic cause and
effect relationships so that you can structure through cognitive
thinking
17-5. a sequence of events to demonstrate the principles at work because
one learns through the logical analysis of stimulus response
18. Subjects built upon much factual information can most often be taught by
18-1.
18-2.
18-3.
18-
4.
19-
1.
19-2.
having the student participate in the planning because perceptions
have to be related to the present structure, and behavior is the
product of one's perceptions
having each separate and distinct item learned because each learn-
ing is a separate and distinct entity
allowing the student to make his own choices because it is he who
must resolve the means to his ov.ti goals
progressing through small units of study because each learning is
associated with what has already been mastered
motivating the student towards goals and then allowing him the
possibilities of perceiving different relationships because every
action has its roots in a purpose or goal which may be reached by
any of several actions
planning the arrangement of the subject matter and materials of
Instruction and the order in which they are presented because
nothing is perceived as a thing-in-itself but rather in relation
to other things
(if response is 19-1 or 19-2, mark space 5 in 18 and then mark
19-1 or 19-2 according to your choice.)
1
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PART II
The next question is number 41
Answer Sheet when responding to tlie
. Please go to number 41 on the Standard
next question.
41
.
A Learning is a matter of meaning residing in the totality of the situa-tion, the individual reacting to the whole.
B Learning is a matter of separate elements joined together until the
whole behavior is built up.
41-1. A is more acceptable than B
41-
2. B is more acceptable than A
42.
A Transfer of learning is based on the individual knowing the correct
mechanics of performing the task,
B Transfer of learning is based cn the extent the individual generalizes
and applies learning materials during his training.
42-
1. A is more acceptable than B
42-
2. B is more acceptable than A
43.
A Understanding information and principles is most important in learning,
B Accuracy and specificity of response are most important in learning,
43-
1. A is more acceptable than B
43-
2, B is more acceptable than A
44.
A One of the major tasks of the teacher is to provide feedback or rein-
forcement to the students so that they can adjust their performance.
B One of the major tasks of the teacher is to take himself out of the
role of being the sole source of reinforcement,
44-
1. A is more acceptable than B
44-
2. B is more acceptable than A
45.
A The learnings which really make a difference are those that lead to a
high standard of academic achievement.
B The learnings which really make a difference are those that enable the
Individual to see himself differently and accept himself,
45-
1. A is more .ncccptable than B
45-2, B is more acceptable than A
1
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part it (page 2 ^
What Is learned Is meaningful to the degree that it is related to thelearner's purpose. ®
Is'hat is learned is meaningful to the degree that it is related to se-quential subject matter.
46-1. A is more acceptable than B
46-
2. B is more acceptable than A
47.
A Teachers should not avoid taking sides on basic issues in order to
avoid the possibility of indoctrinating impressionable young children
B Teachers have no right to indoctrinate; they should address themselves
to teaching how to think and not what to think.
47-
1. A is more acceptable than B
47-
2. B is more acceptable than A
48.
A Discovery method is conducive to greater learning and retention.
B Teacher-directed method promotes greater learning and retention. '
48-
1. A is more acceptable than B
48-
2, B is more acceptable than A
49.
A The ability that Involves abstract reasoning and problem solving is
largely inherited.
B The ability that involves abstract reasoning and problem solving is
largely influenced by environmental factors,
49-
1. A is more acceptable than B
49-2. B is more acceptable than A
50.
A The problem of. education is the production of creativity,
B The problem of education is the release of creativity,
50-1, A is more acceptable than B
50-2. B is more acceptable than A
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PART II (nnoo
51.
A
B
A class of
facts, but
A class of
facts, but
fifth graders loved to cone to school. All did not learn
^11 learned to do things independently,
fifth graders loved to cone to school. All did not learn
all
. learned to work together.
52.
A is more acceptable than B
B is more acceptable than A
A A curriculum should be presented in broad outline.
B The student is his own curriculum,
C A curriculum should be presented in considerable detail,
52-1. A is more acceptable than B or C
52-2. B is more acceptable than A or C
52-3. C is more acceptable than A or B
53.
A A course of study should be organized in advance.
B A course of study should be developed as learning proceeds.
'
53-1, A is more acceptable than B
53-
2, B is more acceptable than A
54.
A School structure should be graded,
B School structure should be nongraded,
54-
1, A is more acceptable than B
54-
2, B is more acceptable than A
55.
A Testing and grading are an important motivating factor in learning.
B Grades are unnecessary for learning,
C Grades are a deterrent to learning,
55-
1, A is more acceptable than B or C
55-2, B is more acceptable than A or C
55-3. C is more acceptable than A or B
56.
A The best teacher is warm, understanding, friendly.
B The best teacher is responsible, businesslike, systematic,
C The best teacher is stimulating, imaginative, surging,
56-1, A is more acceptable than B or C
56-2. B is more acceptable than A or C
56-3. C is more acceptable than A or B
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Keys to Massachusetts Philosophical Inventory
Choices made totally within the same philosophies
would show the following numbers:
Idealism Realism
1
. 4 3
2
. 2 1
3. 2 3
4. 1 5
5. 3 46.42
7. 5 18.539.25
10. 5 3
11. 3 1
II4-. 5 3
15. 5 4
16. 2 4
17. 2 5
Thomi sm
Experimen-
talism
Existen
tialism
5 1 2
4 5 3
5 1 4
4 3 2
2 1 5
1 5 .3
3 2 4
1 2 4
4 1 3
1 2 4
5 4 2
1 4 2
2 3 1
1 5 3
4 1 3
1
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Keys to Massachusetts Philosophical Inventory
(Continued) ^
Or, regarding the responses from another view, each
item yields the positions I (Idealism), R (Realism), T (Thom-
ism), E (Experimentalism), and X (Existentialism):
2. X
3. R
4. I
5. T
2. 1. R
2. I
3. X
4. T
5. E
3. 1. E
2. I
3. R
4. X
5. T
4. 1. I
2. X
3. E
4. T
5. R
5. 1. E
2. T
3. I
4. R
5. X
6. 1. T
2. R
3. X
4. I
5. E
2. E
3. T
4 . X
5. I
8. 1. T
2. E
3. R
4. X
5. I
9. 1. E
2. I
3. X
4. T
5. R
10. 1. T
2. E
3. R
4 . X
5. I
11. 1. R
2. X
3. I
4 . E
5. T
14 . i. T
2. X
3. R
4 . E
5. I
15 . 1 . X
2. T
3. E
4 . R
5. I
16. 1. T
2. I
3. X
4 . R
5 . E
17 . 1. E
2. I
3. X
4. T
5. R
•)
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Key to Item 12-3, Part I, MPEBI
Item 12-3, concerned with the theories of behavior
and learning, represents schools of thought classified as:
1. Association Theories
a, Connectionism (Modern Associationism)
b. Behaviorism
2. Field Theories
a. Gestalt
b. Topological Psychology
3. Purposive Theories
a, Purposivism
b. Psychoanalytic Psychology
These divisions are not hard-and-fast categories, but they
represent three main approaches and emphases in psycholog-
ical theory.
Therefore, item 12-3 choices represent these
theories
i
1, Topological Psychology
2, Purposivism
3, Behaviorism
i\.. Psychoanalytic Psychology
5. Connectionism
6
.
Gestalt
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Key to Item 18-9, Part I, MPEBI
Item 18-9 attempts to bring together learning theory
and practice. It yields the following forced choices:
1. Topological Psychology
2. Connectionism
3. Psychoanalytic Psychology
II-* Behaviorism
5. Purposivism
6, Gestalt
Key to Items 41-56, Part II, MPEBI
The more traditional items are;
kl-2 45-1 49-1
k.2-1 46-2 50-1
43-2 47-1 51-2
44-1 48-2 52-3
53-
1
54-
1
55-
1
56
-
2
The more liberal items are;
41-
1
42-
2
43-
1
44-
2
45
-
2
46
-
1
47-
2
48
-
1
49-
2 53-2
50-
2 54-2
51-
1 55-2, 3
52
-
1
,
2 56 -1
, 3
7
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Simple Frequency Distribution Scoring forMassachusetts Philosophical Inventory
Directions ; Scores are obtained by adding the num
ber of choices made in each of the philosophical orienta-
tions. Thus, choosing Answer 1 under Item 1 gives a point
toward the Experimentalism score. The choice of Answer 3
gives a point toward the Realism score. The stronger the
respondent's belief toward a given philosophy, the higher
will be his score in that philosophy. A scattered scoring
will indicate that the respondent probably does not have a
consistent philosophy, whereas concentrated scoring will
indicate more integration and consistency.
1
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Simple Frequency Distribution Scoring
for Part II, MPEBI
Traditional Liberal
Item Test One Test Two Item Test One Test Two
kl-2 41-1
42-1 42-2
43-2 43-1
44-1 44-2
45-1 45-2
46-2 46-1
47-1 47-2
48-2 48-1 '
49-1 49-2
50-1 50-2
51-2 51-1
52-3 52-1
53-1 52-2
54-1 53-2
55-1 54-2
56-2 55-2
Total 55-3
56-1
56-3
Total
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Renumbering Original MPEBI for
Seventy-two Variables
MPEBI 72 MPEBI 72 MPEBI 72
1. 1. 1 8 • 5 • 22 41. 1. 43
1. 4. 2 9. 1. 23 41. 2. 44
1. 5. 3 9. 2. 24 42. 1. 45
2. 3. 4 9. 3. 25 42. 2. 46
••
C\J 5 9. 4. 26 43. 1. 47
4. 1. 6 9. 5. 27 44. 1. 48
4. 5. 7 10. 2. 28 44. 2. 49
5. 1. 8 10. 3. 29 45. 2. 50
5. 2. 9 10. 4. 30 46. 1. 51
5. 4. 10 10. 5. 31 46. 2. 52
5. 5. 11 11. 2. 32 47. 1. 53
6. 1. 12 11. 4. 33 47. 2. 54
6. 2. 13 11. 5. 34 48. 1. 55
6. 3. 14 14. 3. 35 48. 2. 56
6. 5. 15 14. 4. 36 49. 1. 57
7. 2. 16 15. 1. 37 49. 2. 58
7. 3. 17 15. 2. 38 50. 1. 59
7. 4. 18 15. 3. 39 SO. 2. 60
7. 5. 19 15. 4. 40 51. 1. 61
8. 2. 20 15. 5. 41 51. 2. 62
8. 4. 21 16. 5. 42 52. 1. 63
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Renumbering Original MPEBI for Seventy-two
Variables (Continued)
MPEBI
52 . 2 .
52. 3.
53. 1.
72
61
^
65
66
53. 2. 67
54. 1. 68
54. 2, 69
55. 1. 70
55. 2. 71
56. 1. 72
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Scoring Sheet for MPEBI Numbered According toOriginal MPEBI; Five Factors ®
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Scoring Sheet for MPEBI Numbered forSeventy-two Variables: Five Factors
II
8+ 1-
_2+ 18+ 6+
29- 3+ 9+ 23+ 7-
39+ 15- 12+ 33+ 21-
k3+ 22+ 19- 41+ 25-
Jlijd 26+ 27- 53- 31+
Jiil 36- J4-7- 54+ 32-
I1.6+ 57+ 59+ 61- 48+
51+ 58- 60- 62+ 49-
52- 10
•
1-0
64+ 55-
65- 56+
66- 59+
67+ 60-
68- 68+
69+ 69-
70+
71-
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lA 36 1 5 -v,0u3 *0.517 0.036 •0.596 •0,234
o XA 37 1 5 J , 3 u d •0,154 0,105 0i085 0,200
o
lA 38 • 1 5 -C,347 '0,035 0 . 038 0-079 •0,234
lA 39 X 5 0-,5:4"'"
'0,1X3
"
*0,304 •0.597 •0,288
o XA 'll? X 5 ?X15
~*0,b62 0,032 •Oi272 0,047
o
XA <X X 5 -U.2ui 0,2X9 0,023 0 14 0 6 0,140
o
XA <2 X 5 '3,372 0,067 0,083 •0,212 0,276
XA 43 X 5 C;595 0,025 •0,079 0*011 0,036
o
XA 4< X 5 'y,-592 '0,025 0.079 •OiOlO •0,035
o
X* 45 1 5 - 0 ; 7 8 4 •0.XX7 •0,200 0;048 •0,044
XA <6 X 5 0,728 0,XX9 0.209 • 0i049 0,052
O-
XA 47 X 5 ti;2S2 0,316 •0 , 5X9 ' C-272 •0,343
XA 48 X 5 3j 0X9 *0.0X7 0.032 b«070 0^439
o XA 49 X 5 -0,020 0.0X8^ •0,033 •0,071 •0,443
XA 50 X 5 0 1 a5 ^ 8 •0,003 0,044 C ,306 •0,493
o
XA 5X X 5 0,412 *0,229 •0,330 0,023 •0,330
G XA 52 X 5 '0,411 0,228 0,526 •0,025 0,329
lA 53 X 5 0,100 0,134 0,020 *0,438 0,166
O-
XA 54 X 5 '0,099 *0,133 O.020 0,433 •0,167
o XA 55 X f 0i037 *0,347 0.127 •0:302 vO,5o3
o
XA 56 X 5 '0,041 0,330 •0.122 (1,293 0,572
XA 57 xT -1,056 0,4 45 0,012 •0<072 0,Cli7
o' X* 58" X~5 0*,056 •0,445 • r, , 0
1
2 li,072 •0,007
XA 59 X 5 -0,lO3 '0,073 0.508 »0*044 C,6y3
o
0.078XA 6o X 5 o;ioi •r,.520 C >045 •0,6X2
o XA 6X X" 5 0,221 '0,080 0,285 * 0 ,4Vn 0,0X4
XA 62 X 5 -0,2X9 0,079 •0.283 0,486 •0,0X3
o
X* 63 X 5 0 *, 0 X 7 0,310 •0,210 •0.157 0,0X5
o XA 64 X ; 0 , frou -0.029 0,040 •0:091 •0,396
XA 65 X 5 -0,583 '0.393 0.?l7 0:304 0,274
XA 66 X 5 -C-,4Vi '0,032 0,138 0:265 0,247
o XA 67 X 5 0,492 0 , 032 •0,138 •0:285 •0,247
o
XA 68 X 5 -0 , 4t>0 0,148 •0,159 0:026 0,471
XA 69 X 5 0,452 -0,145 0.153 • 0 : C 2 6 -0,465
o XA n X' 5 » '1 1 J 1
3
' 0,128 •0
.
003 •0:109 0,626
e
XA 7X X 5 0,164 0.006 • 0 , 0 37 0:0V6 •0,469
XA 72 X 5
“
'"-'U ,084 •o.xea 0 ,306 •0:2X0 •0,165
1
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This study was made to evaluate the methods of teach-
ing courses at the School of Education, It was based upon
the primary objective of the instructors that these courses
taken concurrently with elementary or secondary student
teaching should show some effect upon the philosophical and
educational beliefs of the students taking them.
For purposes of gathering data, the Massachusetts
Philosophical and Educational Beliefs Inventory (MPEBI) was
devised and utilized as the main measurement instrument.
Part I, the Massachusetts Philosophical Inventory (MPI), was
constructed on a consistency basis according to the orienta-
tions of Idealism, Realism, Neo-Thomism, Experimentalism,
and Existentialism; and Part II, according to traditional
and liberal ideas in general. Simple frequency distribution
scoring is possible, but a scoring system was achieved by
performing a factor analysis upon the MPEBI results of in-
service public school teachers. The factors thus acquired
furnished the basis for a five-factor subscoring method.
2HYPOTHESES
i
i
1
iANALYSIS
OF DATA
I
I
I
The MPEBi was
posttests in May by
completed as pretests in January and
a population of student teachers and
interns
,
A small group of student teachers repeated the
MPEBI in February. An unpublished educational policies and
viewpoints test and the California Psychological Inventory
(CPI) were administered in January also.
Two null hypotheses were advanced for this study.
The first stated that the January to May pretest and post-
test factor subscores on the MPEBI taken by the student
teachers and interns enrolled in concurrent methods and stu-
dent-teaching courses would not vary significantly. The
second null hypothesis stated that the February to May pre-
test and posttest factor subscores on the MPEBI would not
vary significantly.
To test these hypotheses, an analysis of covariance
was applied to the five-factor subscores on the posttests,
using the pretest subscores as covariates to determine
changes made between January and May by the two groups. An
analysis of variance v/as performed on the factor subscores
of the February testing and the May posttest to determine
changes made v/ithin that period.
A correlation study was made betv/een the MPEBI post-
test subscores and the percentages of Experimentalist item
choices in the educational policies and viewpoints test to
discover the relation of the MPEBI to an instrument limited
to a traditional -Experimentalist dichotomy. To discover the
I
•)
3NCLUSlows
relauion
istics of
of the MFEBI to an Instrunient
per*sono.lity, a correlation s
nieasuring character-
tudy vjas made hetvjeen
the MPEBI postteat subscorss and the CPI,
fhe results of the analysis of covariance produced
no 1 values sufficiently large to be stati st j cally signifi-
cant at the 0.05 level. The first hypothesis, therefore,
could not be rejected. The January to May pretest and post-
test factor subscores on the MPEBI did not vary signifi-
cantly.
The F values produced by the analysis of variance
were not sufficiently large to be statistically significant
at the 0.05 level. The second hypothesis, therefore, could
not be rejected. The February to May pretest and posttest
factor subscores on the MPEBI did not vary significantly.
The primary objective of the methods courses was not
met, therefore, v/hen measured by the MPEBI, The methods
courses did not shovj significant effect upon the philosoph-
ical and educational beliefs of the students taking the
courses
,
These results apply also to the effects of student
teaching. As measured by the MPEBI, the student -teaching
experiences of the student teachers and interns did not shovj
significant effect upon their philosophical and educational
beliefs
The correlation sbudies yielded a correlation at the
0.05 level of significance between one of the MPEBI factor
1
4subscores and a CFl subsoaie score. When the 95 percent
confidence level was used, four more correlations between
the HPEBI and the CPI and one correlation between the MPEBI
and the educational policies and viewpoints test could be
deemed significant
.
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